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Abstract 
 
 The purpose of this study was to investigate the relationship between what is 
currently understood about skills for school leadership and the need for a greater 
understanding of those skills. The importance of developing leadership skills to improve 
school performance and effectiveness is great. In the field of school leadership, most leaders 
enter their roles without an understanding of the skills needed to be effective.  
 There is a societal desire to improve the performance of children in schools, and that 
improvement relies on skill development for school leaders. Skill development for school 
leaders begins with skill recognition. The lack of understanding among educators for the 
reflection upon and the development of school leadership skills poses a challenge. The 
leadership skills required to solve the complex problems of educational organizations are 
unstructured and ill-defined at this time. There is also a significant gap between the complex 
problems present in schools and the skilled leaders required to solve those problems. That 
gap demonstrates the need for more effectively defining school leadership skills and 
designing processes to give school leaders practice to improve performance.  
 Effective school leaders must have the skills to know what to do, when to do it, and 
how to move forward, as well as the ability to solve the complex social problems that they 
face on a regular basis. Current school leaders rarely reflect on current personal skills. Skill 
development for school leaders is even more rare.  
 Without skill acquisition, the school leader is an inadequate problem solver. Skill 
acquisition must be based on the understanding that becoming skilled in any area requires 
years of work and knowledge of the skills that must be practiced.  
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 The current training for school leaders is inadequate for the development of the 
requisite skills needed to change the educational paradigm. There is a need to understand 
leadership skills in the educational setting. There is a need to provide a more effective model 
for educational improvements based on leadership skill development that will yield a 
different type of performance in our schools.  
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Chapter I: Introduction 
With the rapid changes in the relevant knowledge and techniques required for most jobs, 
nearly everyone will have to continue their learning and intermittently relearn aspects of 
their professional skills. (Ericsson, 2005a, p. 17) 
 
 Many times have members of the U.S. military heard the phrase, “Lead, follow, or get 
out of the way!” The saying implies that members of the military are expected to commit 
primarily to their work. It also acknowledges that leadership is the key ingredient to 
organizational effectiveness (Grice & Katz, 2005). The benefits of leadership become clear, 
especially as teams undergo unexpected changes. 
 For leaders to be successful in a school or school district, they must have the skills to 
accomplish the tasks at hand and manage the complex social issues that consistently arise. 
Individuals need to acquire the skills to know when to lead, follow, or get out of the way. 
They are not born with these abilities; rather, they must learn and practice the necessary 
skills. Leading effectively and building the skills for leadership requires more than most 
school leaders have considered.  
 Leaders of good teams must be capable of managing conflict and solving complex 
social issues (Zaccaro et al., 2000). Effective leaders are not just technically competent; they 
have quality leadership skills (Salas et al., 2006). Leaders of good teams promote 
coordinated, adaptive, and problem-solving performance that revolves around individual and 
group responses to specific problems through acquired and practiced skill attainment 
(Zaccaro et al., 1995). Good leaders make creative innovations at the highest levels of 
achievement and performance (Ericsson, 2005a). 
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 This study is a step toward creating a better understanding of school leadership skill 
development. Building a framework for the skill development of school leaders could 
improve overall educational performance and lead to greater accomplishment for all students.  
Statement of the Problem and Research Questions 
 When an individual decides to become, or grow as, a school leader, he or she 
probably does not have the skills or experiences required to be immediately effective in that 
position. Leaders’ lack of effectiveness is the result of a system of preparation that focuses 
too much on the cognitive aspects of leadership and not enough on the experiential qualities 
associated with skill attainment and growth.  
 Most individuals who are considered skilled have a lot of practice performing specific 
tasks that equate to skill acquisition (Feltovich et al., 2006). However, school leadership 
development has not been attuned to the process of practicing specific tasks or gaining 
appropriate experiences to develop the requisite skills for effective leadership. When 
appropriately conducted, experiences designed and structured to impart school leadership 
skills can lead to changes in behavior and thinking patterns linked to better performance (Hill 
& Schneier, 2006).  
 Most school leaders desire to improve their performance, yet knowledge about how to 
improve their performance through skill acquisition, as well as the recognition that skill 
acquisition is a solution, is lacking. Most schools have students with a wide array of needs. 
The expectations of public schools reflect cultural, relational, communication, and 
educational needs, as well as a demand for systematically increasing achievement for all 
students (Darling-Hammond, 1993; Deal & Peterson, 1999; Economy, 2006; Friedman, 
2005). If school leaders are to be successful in today’s demanding educational environment, 
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then they must be capable of leading a redesign of their schools (Leithwood et al., 2006; 
Newmann et al., 2001).  
 This study focused on the concept of deliberate practice of a set of school leadership 
skills. The basis for this study was the idea that with enough practice, leaders can learn to 
perform several tasks at the same time, and the automaticity of specific skills can lead to 
improved performance. Skill development must be recognized as central to the improvement 
of the performance of school leaders.  
 The following research questions were examined in this study: 
1. What is the perceived skill level of school or district leaders at different school 
leadership levels? 
2. What skills from a defined skill set do practicing school leaders perceive as essential 
or nonessential? 
3. How does the size of a school district affect perceived skill level? 
4. How does gender affect perceived skill level? 
5. How does ethnicity affect perceived skill level? 
6. How does longevity in a leadership position affect perceived skill level? 
7. How does age affect perceived skill level? 
8. How does educational level affect perceived skill level? 
Purpose of the Study 
 This quantitative research was an analysis of leadership skills related to leadership 
positions in a school or district. It could help guide school and district leaders in improving 
their understanding of the importance of developing leadership skills to improve school 
performance and effectiveness. There appears to be considerable agreement across studies 
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that individuals who demonstrate exceptional accomplishments almost always have studied 
with a master teacher or a teacher who has considerable knowledge in that field of study 
(Sosniak, 2005). Yet, in the field of school leadership, most leaders enter their roles without 
an understanding of the skills needed to be effective, much less experience practicing with a 
master teacher.  
 If there is a societal desire to improve the performance of children in schools, then the 
methodology that has improved performance in other domains, such as deliberate practice, 
coaching, and skill recognition, should have a greater influence on the preparation, training, 
and skill acquisition of school leaders. If deliberate practice can improve the performance of 
athletes, musicians, medical experts, and business professionals, then it should produce 
similar results for school leaders. All professions that have a measureable outcome can 
improve the development of skills and performance levels over time as the practitioner builds 
the specificity required to reach previous levels of skill attainment and then uses that 
knowledge to help others reach similar and higher levels of skill (Weisberg, 2006). It is 
essential that this type of effort be made to support school leaders.  
 Lack of understanding among educators about the development of school leadership 
skills poses a challenge. The demand for increased student performance and accountability 
for school leaders has intensified in recent decades. The skills required to solve the complex 
problems of educational organizations are unstructured and ill defined. This gap in the 
research demonstrates the need for defining school leadership skills and designing processes 
to give leaders practice in these skills.  
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Rationale and Justification for the Study 
 Three decades ago the Nation Commission on Excellence in Education published A 
Nation at Risk, which warned of “a rising tide of mediocrity that threatens our very future as 
a Nation and a people” (p. 1). However, since that report was published, little about the state 
of education in America has changed; possibly, it has worsened. Mediocrity is now the 
standard in many schools.  
 A growing body of research indicates the effects of leadership on outcomes and 
performance in schools (Leithwood & Riehl, 2003). The effects of poor leadership are easy 
to observe; however, the effects of good leadership are undervalued. Schools need an 
organizational systems approach that emphasizes the importance of leadership processes to 
organizational effectiveness and that yields higher levels of performance. Researchers have 
not paid enough attention to the concept of leadership skills development, experiences, and 
training to support the improvement of organizational functioning.  
 Zaccaro (1995) defined qualities of leadership development that support 
organizational success and yield high-level performance. Skill acquisition and a framework 
for skill development should be the key focus of school leadership training, which is lacking 
for new and experienced school leaders alike. The importance of leadership development in 
the educational setting has not been supported by a universal understanding of how to 
develop leaders. The development of school leaders has stalled along with the design and 
implementation of skill development processes that could help school leaders make a 
difference for students.  
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Skilled Performance 
 Supporting the skilled performance of school leaders extends to the early stages of 
leadership development. All performers pass through a series of steps that leads to a level of 
skill attainment that is either sufficient or insufficient (Ericsson, 2005b). It is impossible for 
school leaders to acquire the needed skills without first gaining an understanding of what a 
skilled performance looks like. The idea of replicating the methods of skilled performers has 
not been a part of the literature on school leader training.  
 An individual’s accumulated practice in a given domain directly relates to his or her 
performance. Less-proficient performers practice less often than skilled performers. The 
lifetime trajectory of practice, as reported by those who attain high levels of ability in all 
domains, resembles that of musicians or athletes at the top of their profession (Lehmann & 
Gruber, 2005). Accumulation of hours of deliberate practice in order to reach a level of 
performance has predictive validity for talent. The relationship between ability and practice 
is complex. For an individual to become skilled, or to achieve a desired level of performance, 
he or she must have a good concept of the skills he or she should practice, or have a good 
coach (Ericsson, 2005b).  
 The school leader who wants to become better in resolving the complex tasks and 
social issues inherent in the school environment must have the opportunity to engage in 
deliberate practice or have a good coach. He or she must be able to recognize the time 
required to develop the necessary skills, seek a social context for personal growth, and build 
a concept of the requisite skills. 
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The Factor of Time 
 Most educational and training environments have the goal of bringing competence to 
a large number of people (Amirault & Branson, 2005). Yet there is a difference between 
competence and a high level of skill. For example, most people learn to drive a car by 
meeting minimum competency requirements. School leaders must go beyond basic 
competency to develop high levels of skill. The opportunity to learn must be coupled with the 
necessary amount of quality time in order to achieve exceptional abilities (Sosniak, 2005).  
 The accumulation of years of acquiring knowledge and skill leads to great 
performance. Individuals who have the desire to be highly skilled in a specific domain have 
overlapping arenas for the time they spend learning. These learners spend time not only 
receiving instruction in an area but also publicly and privately engaging with that area. Their 
interest in a given domain is simultaneously formal and informal, structured and casual, self-
determined and matter-of-fact (Sosniak, 2005).  
 Developing skilled performance is a long-term, evolutionary process with a variety of 
transformations along the way. As individuals progress through the process, they adopt 
different self-perceptions because their skills are improving and adaptations of practice are 
redesigned into the complex issues of the tasks at hand.  
The Social Context 
 The development of skills is highly dependent on a supportive social context 
(Sosniak, 2005). School leaders do not develop skills alone and without the support, 
encouragement, insight, advice, and guidance of others. The social context of becoming a 
skilled performer may be associated with the theory of communities of practice (COPs), a 
product of social learning theory. COPs involve a foundational process by which individuals 
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learn and form their identities in relation to the people involved and the broader institutional 
design.  
 COPs are defined as “groups of people who share a concern, set of problems, or a 
passion about a topic, and who deepen their knowledge and expertise in this area by 
interacting on an ongoing basis” (Wenger et al., 2002, p. 4). Individuals who have the desire 
to be highly skilled in a specific domain become part of a COP at some point, either 
deliberately or by institutional design. COPs help define and give meaning to educational 
tasks, investment of time, available resources, and the work necessary to reach the 
development of the desired skills. 
The Ten-Year Rule 
 One of the more important findings in the area of skill development has been labeled 
the Ten-Year Rule (Weisberg, 2006). According to the rule, individuals who perform at a 
superior level have approximately 10 years of practice and study in a self-directed domain of 
interest. “The Ten-Year Rule has been verified in many domains, and most importantly for 
the present discussion, there is evidence that it holds in the development of creative thinking” 
(Weisberg, 2006, p. 768). 
 Master performances are only given after approximately 10 years of practice in a 
career and when a desire to improve performance is present. School leaders are not trained to 
think about their domain as a type of skilled performance, much less to reflect on the 
development of their skills and how it can bring about desired changes in the educational 
setting. Instead, the domain of school leadership is developed randomly without focus on 
skill attainment, deliberate practice, or the support of a master teacher to develop expertise. 
Such a conception of school leadership should be a normative guide for practicing school 
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leaders. Without guidance and a change in perspective on leadership growth and skills 
development, the mediocrity that has plagued schools cannot be effectively addressed.  
Definition of Terms 
 The following terms are defined for the purpose of this study based on a series of 
research articles in Leadership Quarterly (Connelly et al., 2000; M. Mumford et al., 2000a; 
M. Mumford et al., 2000b; M. M. Mumford et al., 2000c; M. Mumford et al., 2000d). 
 Problem-solving skills. Skills associated with identifying problems, understanding 
problems, and generating potential solutions. 
 Social judgment skills. Skills associated with the refinement of potential solutions and 
creation of implementation frameworks within a complex organizational setting. 
 Social skills. Skills associated with motivating and directing others during solution 
implementation.  
 Skill. Learned capacity or talent to carry out predetermined results, often with the 
minimum outlay of time or energy or both. Skill (techne  in Greek) is used to denote 
expertise developed in the course of training and experience and includes not only trade and 
craft skills acquired through apprenticeship but also high-level performance in many fields, 
such as professional practice, the arts, games, and athletics (Gregory, 1987).  
 School leadership. Most often, school administrators, including superintendents, 
assistant superintendents, directors, principals, and assistant principals. In this study, 
however, school leadership is expanded to include the chief financial officer and teacher 
leaders.  
 Perceive. To be aware of through the senses or to take in with the mind; to observe.  
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 Skilled. One who is well informed in a specific field, is recognized as an authority, 
and has the knowledge, techniques, practice, and experiences that lead to an effective 
outcome; one who is capable of reproducible performances of representative tasks. 
 Skilled performance. The superior reproducible outcome of a task within a domain 
that is enacted in a manner unattainable by less-skilled individuals.  
Assumptions 
 It was assumed that respondents to the questionnaire were school leaders with an 
interest in the completion of the survey and that they completed it honestly. This is a 
common assumption in social research. However, within the educational leadership context, 
the assumption has an even greater level of importance because school leaders are assumed 
to have the qualities of integrity and honesty. The idea that school leaders work together for 
the greater good is also important, as is the potential for school leaders to be part of a COP.  
 The survey was conducted with participant autonomy in mind, and each respondent 
was assured privacy. Answers were stored in an online database until they were downloaded 
and kept on a secure hard drive, which allowed for privacy. Based on the measures taken, it 
was safe to assume that the participants answered the survey questions honestly. 
 It was also assumed that the introduction to the survey included enough information to 
entice busy school leaders to take the questions seriously and answer them to the best of their 
ability. School leaders are very busy and may perceive taking the time to complete a survey 
about school leadership as interference. However, the participants found the survey important 
enough to prioritize it.  
 It also was assumed that participants could understand the language in the survey 
questions and accurately rank their skill ability based on a lengthy description of each skill. 
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Respondents did not receive the list of skills and descriptors ahead of time, meaning they had 
only a small frame of reference.  
 It was assumed that participants were capable of drawing distinctions between the 
various skill descriptors without asking questions to clarify the survey prompts or skill 
definitions. Each skill and question was unique, yet clarity could not be assured without 
extensive explanation. Such explanation was not possible due to the short time frame of the 
survey. 
 It was assumed that respondents could reach a conclusion about what are essential or 
nonessential skills. Many school leaders have not spent time reflecting on the skills they use 
or have, and determining whether a skill is essential or not required leaders to think about 
their practice in depth.  
 It was assumed that the instrument was valid. It was also assumed that the quantitative 
data gathered from the survey instrument were accurate. The instrument was developed 
through a pilot survey before the main study began. The pilot survey was based on previous 
research on the U.S. military (Connelly et al., 2000; M. Mumford et al., 2000a; M. Mumford 
et al., 2000b; M. Mumford et al., 1993; M. Mumford et al., 2000c; M. Mumford et al., 2000d; 
T. Mumford et al., 2007). The pilot survey was changed based on feedback from 75 
respondents. Therefore, the main survey was assumed to be valid.  
Limitations 
 This study was limited primarily by the omission of follow-up interviews after the 
survey. The limitation was not severe, however, because the survey asked questions that were 
well explained. Also, respondents had as much time as they needed to answer the survey 
questions. Thus, the limitation was mitigated. 
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 This study also was limited because respondents might not want to imply that they 
lacked skills or ability. It may be difficult for school leaders to be confronted with new skills, 
which may engender feelings of ignorance and lead to an answer that is not entirely truthful. 
Thus, participants may have not been entirely honest in order to maintain a sense of personal 
ability to serve in the position they currently hold.  
 In addition, this study was limited by lack of a universally recognized set of 
educational leadership skills deemed essential or important for school leaders. Most 
leadership books in the educational domain focus on attributes and tasks; few mention or 
provide an understanding of the concept of being or becoming skilled. The skill set used for 
this research was adapted from the work of Zaccaro et al. (2000), in which skill measures 
were given to military officers to assess career development and skill acquisition.  
 Precautions were taken to prevent bias. This study presented the temptation to make 
assumptions about how school leaders would answer skills-based questions. The survey was 
conducted through an online program without researcher interference. The results were 
downloaded one time after the close of the survey to minimize data handling. All data were 
recognized as new and interpreted through cross-tabulation and chi-square analysis to 
compare the different variables. The data were summarized and analyzed for trends and 
presented in tables for interpretation. These efforts minimized the possibility of bias.  
 The idea that a researcher would begin this study without any knowledge of school 
leadership is unrealistic. This research is of great interest to the researcher, who admits to 
having formed perceptions of the skills required for school leadership. The researcher 
decided to conduct this study after recognizing the potential personal benefits in terms of 
personal growth and helping others who are interested in school leadership. The researcher 
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maintains a belief that the leadership practices of all school leaders could be positively 
affected by the outcomes of the research.  
 Finally, there were limitations related to generalization. The results may not be 
applied to all leaders or all schools. Conclusions were reached after comparing the data and 
information from the published research. The research on school leadership is not exhaustive, 
and the understanding of skill development for future and current school leaders is not well 
defined. Mumford et al. (2000a) stated, 
The importance of effective leadership has not been lost on students of leadership. 
Over the years, many theories have been proposed describing the kinds of behaviors 
that make effective leadership possible—theories of behavioral styles (Lindell & 
Rosenqvist, 1992), tranformational or charismatic leadership (Bass & Avolio, 1994; 
Klein & House, 1995) and leader-member exchange (Graen & Uhl-Bien, 1995). 
These theories all have in common a focus on certain behavior patterns and the 
implications of these patterns for leader performance. In contrast, however, 
leadership can be framed not in terms of specific behaviors, but instead in terms of 
the capabilities, knowledge, and skills that make effective leadership possible. 
(emphasis added, p. 12) 
 
 Leadership is a unique phenomenon based on the interaction between leaders and 
those who are willing to follow. School leadership is distinct, yet not entirely different, from 
other forms of leadership. The area of continuation of effective school leadership has not 
been pursued to establish greater skills acquisition or continual improvement of performance.  
 The effective school leader must be capable of solving a variety of complex social 
problems that arise in an organization. Understanding of the skills that make complex social 
problem-solving possible was limited. Lack of understanding of skill development for school 
leaders was a limitation of this research. The researcher’s efforts to clarify the importance of 
skill development were key to the remainder of this research.  
Instrumentation and Methodology  
 The researcher used a descriptive survey methodology. Because this was a descriptive 
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study, all participants received the same instrument. The questions asked in the survey were 
operationalized so as to provide relevant data to answer the research questions and/or the 
hypotheses of this study. An online survey instrument was sent to educational leaders in 
southeast Michigan. The design was used to explore and describe the impact of personal 
demographics on the perception of personal skill attainment for school leaders. The 
instrument relied on a unique set of leadership skills, each of which was defined in terms of 
ability. The collection of information was designed to facilitate an understanding of each 
respondent’s perception of his or her current skill level.  
 Descriptive survey methods allow researchers to observe and describe variables 
distributed throughout a population. Descriptive research reflects and interprets what is. It is 
concerned with conditions or relationships that exist; practices that prevail; beliefs, points of 
view, or attitudes that are held; processes that are ongoing; effects that are felt; or trends that 
are developing. 
Skill-Based Model 
 Mumford et al. (2000c) stated that leaders must have the skills to solve complex 
social problems. A skills-based model of school leadership is based on the proposition that 
the quality of one’s leadership is determined by one’s ability to find and implement solutions 
to complex social problems. Solving problems is dependent on complex problem-solving 
skills associated with identifying the problem, understanding the problem, and generating 
potential solutions to the problem. A skills-based model is supported through an 
understanding of individual capability in executing a task (performance skills), observing 
others in a task (social skills), reflecting on a task (problem-solving skills), and the 
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interaction and understanding of people within a task (social judgment skills; M. Mumford et 
al., 2000c). 
 The theory of school leadership presented in this paper is based on a position that 
effective public school leadership behavior is dependent upon the leader’s ability to work 
with and solve complex social problems that arise in schools (M. Mumford et al., 2000c).  
The skills-based model does not discount the importance of other views. Instead, the model 
combines several other models for clarity. Within the skills-based model, skills develop as a 
function of the interaction with others, self, activities, and tasks. However, within the skills-
based model, the development of skills has a more direct and immediate impact on school 
leadership performance than more traditional theoretical models (M. Mumford et al., 2000b). 
 Skills are normally learned in a social context. The reflection of performance in 
feedback from others in context, as well as in one’s own judgment, helps to clarify the skills 
required for a specified result (Schön, 1983). Schön (1987) proposed that individuals must 
engage in reflective learning practices and inquiry to become successful leaders. Thus, the 
role of researcher and participant has a duality that Schön calls the “reflective practicum,” 
bridging the worlds of theory and practice.  
  A focus on the individual within different contexts is not new. The skills-based model 
proposes that leadership performance is based on three key types of skills, all of which are 
learned in different contexts: (a) problem-solving skills, (b) social judgment skills, and (c) 
social skills (M. Mumford et al., 2000b). Theories of leadership have not always applied to 
practitioners. Stronger integration of practice and theory may help school leaders become 
more effective and skillful. The experiences school leaders have where skills can be observed 
and evaluated based on results and reflection can strengthen school leaders (M. Mumford et 
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al., 2000c). The idea of skill building within a skills-based model may be helpful to bridge 
the gap between theory and practice. 
 Meeting the applications and proposed requirements often promoted to improve 
schools demands a deeper understanding of a unique set of skills that school leaders require 
and an assessment of the skills of public school leaders currently have. The purpose of this 
research project was to develop knowledge that could have a significant impact on school 
leaders’ professional development and skill development.  
 No single study could effectively condense all leadership models; such was not the 
intent of this study. However, specific aspects of leadership theory can coalesce to support a 
skills-based model that takes a practical approach to leadership skill attainment.  
Anticipated Outcomes  
 
 The anticipated outcomes of this study were framed by the need to bring greater clarity 
and emphasis toward the training of potential school leaders and the continued training of 
existing school leaders. The need for effective school leadership based on performance is 
essential; without it, children will not receive the education they need.  Shifting to a skills-
based model could mitigate the standard of mediocrity that inhabits many traditional systems 
and reverse the trend of low-performing schools. However, the current state of education 
performance will not change without a greater demand for more effective leadership.  
 Skill development is a product of an individual’s interest in improvement and social 
needs and supports. In general, individuals tend to be interested in things that they are good 
at and avoid ideas or domains they find difficult. The combination of talent and interest and 
better knowledge of skill development and social encouragement can yield impressive results 
in school leadership.  
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 Skilled performance in any domain is demanding. Becoming skilled requires years of 
work and practice. The concept of practice in the domain of school leadership is largely 
unknown. Developing skills for leadership is much more than focusing on cognition. 
Although a wealth of literature on leadership exists, studies of the functional role of school 
leaders using a skills-based model are lacking. This research supports the need for and 
benefits of a skills-based model.  
 The need for skill acquisition on the part of school leaders is essential for future 
generations to find success through education. Skill acquisition for school leaders should no 
longer be left to chance. It is more difficult to build skills than to retain and use them. Future 
generations will require highly skilled school leaders. Now is the time to begin to build for 
that future.  
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Chapter II: Literature Review 
Introduction 
 This chapter begins with a detailed review and discussion of research related to 
defining leadership in the context of the educational environment, with a specific focus on 
the confusion over what leaders in this context should do. Educational leaders from public 
schools have a wide range of backgrounds and skills and are all (supposedly) working for the 
benefit of the students who attend the public schools in this country. Leadership 
performances are discussed and reviewed, with a specific focus on the pressures of increasing 
student achievement. Finally, research on the concept and acquisition of skills is discussed 
and reviewed, with a focus on specific skills as a primary variable to distinguish between 
capable and less capable leaders.  
If your actions inspire others to dream more, learn more, do more and 
become more, you are a leader.” ~ John Quincy Adams 
  
Gardner (1990) stated that leadership represented the process of persuasion in which 
an individual (or leadership team) influences a group to pursue objectives held by the leader 
or shared by the leader and his or her followers. Merriam-Webster’s New Collegiate 
Dictionary (2001) stated that leadership is “The action of leading a group of people or an 
organization and the ability to lead skillfully.” The word “skillfully” is an essential part of 
that definition and it affects any future definition of leadership. Many current definitions of 
leadership may not effectively take the importance of the term “skillfully” into consideration. 
Skill – A skill is the learnt capacity or talent to carry out pre-determined results 
(Gregory, 1987). 
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Instead, most definitions of leadership represent contemporary ideals, reflect personal bias, or 
are simply wrong. 
Leadership Defined 
 There has been and will continue to be strong disagreement over the elusive 
definition of leadership, along with debates about different personal qualities that specifically 
frame school leadership. Leadership is often defined in general terms, such as Dwight D. 
Eisenhower’s definition: “Leadership is the art of getting someone else to do something you 
want done because he wants to do it” (Harari, 2002). This is comparable to the prominent 
Christian author and motivational speaker John Maxwell, who describes leadership as 
“Influencing people, nothing more, nothing less.” 
Leadership from the Literature 
  Burns (1978) pronounced that our shortcoming in making sense of or defining school 
leadership is not from our lack of effort. Indeed, the quantity of leadership books and articles 
filling our stores and posted on the Internet support this claim. Burns stated that school 
leadership is one of the most observed and least understood phenomenon on Earth. Thus, 
defining school leadership is a daunting if not impossible task. Countless authors have 
declared specific qualities, actions, or ideals that define leadership in general and school 
leaders in particular. Yet the struggle to define what leadership is and what makes good 
leaders continues. 
 According to Bradley et al. (1989) and O’Banion (1986, 1997, 1999), educational 
leadership is the ability (skill) to create and design a particular kind of environment for the 
leader to influence and move others toward mutual goals. Thus, specific leadership skills are 
needed to design an environment where a group of individuals involved in education can 
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work effectively together to formulate and then accomplish a mutually beneficial goal for the 
organization or a particular group.  Similarly, Goleman (2000) defined leadership as the art 
of persuading, not dominating, people to work toward a common goal. Whether the goal is 
referred to as a common goal or a mutual goal, the leader improves the surrounding qualities 
of the organization so that those goals can be achieved. So, with this frame of reference, 
leaders can be defined by the ability (skill) to enhance the qualities of their organization to 
reach a goal or goals. This definition centers on the improvement of the surrounding qualities 
as the catalyst or central focus for work or action. Similarly, Hodgkinson, as quoted by 
Storey (1996), defined leadership as moving people toward goals through the ability (skill) of 
defining the organization. He explained that, for a leader to lead, he must have a specific goal 
in mind and then make deliberate efforts to reach that goal through defining the system. 
 Leithwood and Riehl (2003) established the concept of leadership into two basic 
functions: providing direction and exercising influence. A similar concept is supported by 
Barth (1990), who stated that schools are effective when there is the strong leadership of 
a principal and are ineffective without that individual providing direction and influence. 
He stated that an able principal can create conditions that elicit the best from most 
students, teachers, and parents most of the time. He went on to state that a good school 
leader is first characterized by his ability (skill) to produce a specific condition that is 
necessary within the context of a specific need at a specific time. Barth (1990) suggested 
that effective leaders produce specific conditions (i.e., the way the school is organized), 
which produce the culture whereby effective teachers can complete good work and 
students can learn. These conditions may be called the school culture, where teachers can 
learn with and from colleagues or contribute to a clear vision and plan of action. Thus, 
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the school principal’s ability (skill) to create a specific condition at a specific time is the 
definition of that individual’s leadership.  
 McREL (Waters et al., 2004) found a significant, positive correlation between 
effective school leadership and student achievement. Recent studies have shown that 
school leadership is second only to classroom instruction when it comes to improving 
student achievement (Foundation, 2007). McREL researchers concluded that effective 
leaders understand which school changes are most likely to improve student achievement, 
what these changes imply for both staff and community, and how to tailor their 
leadership practices accordingly. Thus, leadership is defined as the ability (skill) to 
understand what to change in the organization to improve student achievement. 
 Fullan (2002) said that only principals who are equipped to handle a complex, rapidly 
changing environment can implement the reforms that lead to sustaining academic 
improvement in student achievement. Scratch the surface of an excellent school and you are 
likely to find an excellent principal. Similarly, Leithwood and Riehl (2003) said that the 
school leader is defined by the ability (skill) to handle a changing environment.  
 It has been stated that school leaders are defined by how they serve as the lead learner 
in the school and how they model lifelong learning by sharing what they have reflected on, 
engaged in, encouraged, and implemented (Reeves, 2006). Similarly, Fullan (2002) stated 
that school leaders consistently remind teachers that they must be engaged in practicing, 
studying, and refining the craft of learning and teaching. Thus, the leader may be defined by 
the ability (skill) to model these qualities. However, defining school leaders by how they 
model lifelong learning for teachers seems limited in scope and is ambiguous.  
 Waters, Marzano, and McNulty (2004) indicated that school leadership is defined 
  22
through the responsibilities of the leader and not from any other formal description. Although 
the responsibilities of school leaders are interrelated, they have unique defining 
characteristics and are generally related to an individual’s ability (skill).  
 According to Hoerr (2005), school leadership is the art of building strong 
relationships while moving people toward mutual goals. Furthermore, he makes the 
distinction between management and leadership by indicating that leaders deal with vision, 
whereas managers execute the vision of leaders.  
 Stein and Nelson (2003) stated that school leadership is defined by the content 
knowledge of the individual leader. They stated that school leaders have unique knowledge 
and practices that form a special definition of their leadership. The authors go on to describe 
or define particular knowledge that effective leaders should possess. Thus, the ability (skill) 
to gain specific content knowledge for a unique set of circumstances helps define leadership. 
This supports the need for different content knowledge for different school leader positions 
and the definition of school leader being defined by both.  
 Cottrell and Harvey (2004) and Gilley (1997) defined school leaders by the actions 
they take. They stated that the courageous actions that go beyond the everyday actions help 
define the leader. This definition includes determining outcomes, as the school leader would 
have them be, and achieving them as the result of those actions. The ability to take specific 
skills-based actions help define the leader. School leaders must understand the needs of the 
organization and then take specific courageous actions when that leader is responsible for the 
organization. Thus, leaders cannot be defined unless they have a responsibility for the 
organization and take courageous actions. This could present a confusing leadership situation 
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in which the actions of an individual may not fit with the current reality, and the courageous 
actions taken may not be based on the leadership role or responsibilities.  
 Lambert (2003) said that school leadership means doing what the community needs 
done when it needs to be done and that leadership is framed by how others participate in 
those actions. Leaders who get the job done in a given situation are then described as good 
leaders, whereas those who don’t are described as poor leaders. When the job that needs to be 
done changes, the leader who was capable of completing the first job may or may not be 
capable of doing the second job. If not, that leader is no longer considered a good leader. The 
ability (skill) to do what needs to be done helps define the leader. 
Leadership Undefined  
 Slater (1999), in his book about Jack Welch at General Electric, stated that Welch 
defined leadership through the eyes of his executives. He asked all of his executives to define 
leadership and then used these individual definitions to pass on leadership concepts to future 
leaders in the company. This may present a short-term solution for an organization but is in 
stark contrast to those who look for leaders to meet the needs of the organization at a specific 
time or situation. It is possible that this definition of leadership could cripple an organization 
or could cause stagnation. 
 According to Covey (1996), “Leadership is not management” (p. 101). He concluded 
that anyone could become a leader given a focused passion and purpose. This confusion 
between leadership and management has existed for decades and makes defining leadership 
even more difficult if not impossible. Sergiovanni (1994) described management as the basic 
requirement for all organizations that want to function properly and maintain support from 
those who are expecting results from them. He went on to state that school principals must be 
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effective as managers if they are to produce a well-run school and that principals are not 
usually engaged in the formative process of vision. Others have stated that the process of 
vision is a skill of leadership. 
 Working closely to that perspective, Bennis (1995) stated that leaders manage the 
dream of the organization and that managers take care of the daily rigors of the organization. 
One must wonder who is the manager and who is the leader or whether they are the same 
person. Can a manager formulate a vision? How does that play out if the leader and manager 
are the same person? 
 Other authors have attempted to make the distinction between leaders and managers. 
Kotter (1996) acknowledged the need for both leaders and managers in the school setting but 
said that the manager does not become a leader with just a little more knowledge or training. 
Kotter noted a clear functional difference between the two roles, in which the responsibility 
of management is “maintaining,” and the responsibility of the leader is “defining.” 
 Some writers believe that managers and leaders are intertwined and cannot or should 
not be separated. Cameron and Quinn (2006) indicated in their research that, “it takes both 
leadership and management to strengthen, maintain, change or create a culture” (p. 80).  
 Hersey and Blanchard (1993) defined leadership as the process of influencing the 
activities of an individual or a group in the effort toward goal achievements in any given 
situation. Shtogren (1999) said that good leadership is defined by the achievement of 
intended change in both the organizations the leaders work in and the people who work there. 
The leader must be competent to work toward and accomplish changes in the workplace and 
have the capacity for creating different systems and perhaps different people to meet the 
objectives of leadership and organization. 
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 Reeves (2002) stated that successful leaders are defined by their dissatisfaction with 
the status quo. Effective school leaders are always looking at what can be accomplished next 
in the line of successful initiatives that help students to perform better. Reeves also insisted 
that leaders are defined by the expectations of the people who work in the system, with a 
view toward asking what will be different next year to continue to improve. 
 Leithwood (2006) stated that there is not a single documented case of a school 
successfully turning around its pupil achievement trajectory in the absence of talented school 
leadership. He explained that leadership serves as a catalyst for unleashing the potential 
capacities that already exist in the organization. Thus, the school leader is defined by the 
ability (skill) to unleash the capacity of the individuals in the organization. Leithwood also 
stated that school leaders are defined by their traits and that specific traits explain why 
successful leaders can face daunting conditions and can push forward when there is little 
reason to expect progress. His research claimed that under challenging circumstances, the 
most successful school leaders are ready to learn from others and that those leaders are 
defined by their ability (skill) to improve achievement and be open-minded, ready to learn, 
flexible rather than dogmatic in their thinking, persistent, resilient, and optimistic.  
 Some authors (Hoerr, 2005; Marzano et al., 1995; Sergiovanni, 1994) define 
leadership in terms of the different types of leadership styles and the effect of those styles on 
the educational system or the children within the system. Marzano et al. (1995) mentioned 
six different leadership styles: servant leadership, dictatorial leadership, autocratic leadership, 
situational leadership, transformational leadership, and transactional leadership. He 
concluded that each leadership style sets the tone for the school or district with a view toward 
accomplishing the tasks of the organization. Defining leadership through style is difficult to 
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reproduce and adds to the clutter of definitions. 
 These are just a few definitions of leadership. There are many more available, as 
illustrated by a simple Google search that turned up more than 180 million matches for the 
phrase “definition of leadership.” All types of organizations, researchers, authors, 
periodicals, and individuals try to define leadership. It is clearly difficult to define leadership 
without a common factoring agent. Most definitions of leadership lead to greater confusion 
on what school leadership is, how to be good at it, and what a school leader should do, say, 
think, or perform to be effective in the pursuit of helping children reach higher levels of 
academic achievement.  
 It is not the purpose of this paper to refute all of the definitions authors use to define 
leadership. Instead, this paper will begin to establish a potential framing concept that may tie 
other leadership definitions together.  
Leadership Confusion 
 Evidently, there are many different ways to define school leadership. It also becomes 
evident that any single grouping of clear descriptors of school leadership is elusive. It may be 
safe to state that school leadership is not the answer to everything that happens in an 
organization, just as blaming God may not be the answer to everything that happens in life, 
although that was the perspective of man during the Dark Ages. In that analogous context, 
school leadership is not responsible for everything that happens in a school or district, 
although that is the perspective of many people in this current dark age of school change. It 
has already been stated (and there should be no doubt) that school leadership is a major 
component for improving the effectiveness of our schools and districts, especially as 
measured by student achievement.  
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 For many years and in a significant amount of educational leadership material, school 
leaders have been encouraged to be instructional leaders. It has been said that the principal 
should be the instructional leader of the school if he is to sustain innovation and improve 
student achievement (M. Fullan, 2002). Instructional leadership, like leadership in general, is 
hard to define and too often presumed to be understood. 
 Instructional leadership is a term often used in the context of principals as 
instructional leaders within their schools (Krug, 1992; Witziers et al., 2003). Krug (1992) 
provided five key components of instructional leadership: defining mission, managing 
curriculum and instruction, supervising teaching, monitoring student progress, and promoting 
instructional climate. Each component remains elusive, because the definitions of those ideas 
change according to circumstances or school setting. Instructional leadership is one idea 
among many concepts of school leadership that are prescribed as necessary but are still 
ambiguous. Elmore (2004) said that instructional leadership is the Holy Grail of educational 
administration. Because the actual Holy Grail is probably no more than a myth, this should 
be of great concern to the thousands of individuals who want to become instructional leaders. 
That pursuit may also be mythical.  
 Leadership confusion abounds, because a plethora of authors (e.g., Jack Welch, Lee 
Iacoca, or Tony Robbins) promote personal concepts of leadership. In addition to 
instructional leadership, a potential list of what are construed as essential leadership concepts 
includes curriculum leadership, heroic leadership, charismatic leadership, authoritarian 
leadership, moral leadership, visionary leadership, principle-centered leadership, professional 
leadership, strategic leadership, transactional leadership, transformational leadership, 
situational leadership, dispersed leadership, distributed and distributive leadership, shared 
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leadership, invitational leadership, collaborative leadership, teacher leadership, student 
leadership, and learning-centered leadership to name a few. There is not enough time for this 
study to compare and contrast each leadership frame, but it should be obvious that all of 
these frames lead to greater confusion instead of greater clarity. This lack of clarity is 
debilitating for helping practicing or potential educational leaders improve student 
achievement. 
 Reeves (2009) stated that leadership at its best is ambiguous and at its worst is 
contradictory and in opposition to common values and mountains of research. He stated that 
the problem is based on leadership not being defined with a common standard for 
performance. American concepts of leadership are confounded with educational jargon, 
undefined standards, and an authority versus responsibility disequilibrium. “We wish our 
leaders to be some mythical combination of folk heroes, in which they have the insight of 
Lao-Tzu, the courage of a New York firefighter, the risk tolerance of Amelia Earhart, and the 
work ethic of Paul Bunyan” (Reeves, 2009, p. 7). 
 In addition to the list of possible leadership frames, the arena of leadership struggle 
includes leadership model emulation. Such leadership models include but are not limited to 
John Adams, Attila the Hun, Catherine the Great, Winston Churchill, Elizabeth I, Thomas 
Jefferson, Machiavelli, Moses, Napoleon, Nixon, Patton, Rasputin, Roosevelt (Teddy and 
Franklin), Washington, Eisenhower, Jesus, and the other leaders whom biographers have 
concluded to be the standard bearer for leadership. It should therefore not be surprising that 
practicing educational leaders have trouble replicating good leadership. 
 
 
  29
Leadership Theory 
 Bennis (1987) wrote that school leadership is like beauty: It's hard to define, but you 
know it when you see it. In all of the areas of social psychology, leadership theory 
undoubtedly adds to the confusion of leadership. It is probable that more has been written 
and less is understood about school leadership theory than any other topic in the behavioral 
sciences. Additional theories on leadership probably emerge because of the inability to define 
leadership. 
 The Jossey-Bass Reader on Educational Leadership (2000) has several noted writers 
and a great deal of information for current and potential leaders in education. The writers do 
not necessarily call themselves “theorists.” Instead, they portray the work of leadership from 
a practical, informational, and applicable standpoint.  
 Fullan (1998) stated, “Providers of management theories and strategies are only too 
happy to oblige the demand for instant solutions. Management techniques, like so many fads, 
have a terrible track record” (p. 6). Fullan goes on to say: 
Leaders for change get involved as learners in real reform situations. They craft their 
own theories of change, consistently testing them against new situations. They 
become critical consumers of management theories; able to sort our promising ideas 
from empty ones. They become less vulnerable to, and less dependent on, external 
answers.  They stop looking for solutions in the wrong places. (p. 8)  
 
Much can be gained from that review when forced to look at leadership from the context of 
leadership theories. Within the context of this study, it is possible to craft or revise existing 
theories with a view toward stating the obvious, which is that those great leaders have 
attained the skills required to lead. 
 According to O’Toole (1999), leaders need to create high-performing, self-renewing 
organizations where the emphasis is on action rather than theory. O’Toole emphasized the 
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notion that most elements of leadership can be learned and that the only inherent character 
trait needed for effective leadership is ambition. 
 There are many assumptions that guide the operation of our schools and the 
theoretical underpinning by which we attempt to address the difficult concept of leadership. 
However, these assumptions are also based on the factory model and a reliance on 
centralization, standardization, hierarchical management, and a system of beliefs that are 
failing to increase achievement for all children. That model, and most of the theories on 
which we base our understanding of leadership, may be irrelevant or invalid in a 
postindustrial, knowledge-based society (Dufour, 2003). 
 Some leadership theories, in their attempt to define leadership, may obscure the focus 
on what leaders must learn or do to improve student achievement. Senge (1990) stated that 
learning is at the heart of what it is to be human. Learning is most often best when it is 
contextual. Therefore, when looking at school leadership through the lens of learning and 
performance, we may have greater understanding if we focus on the skills required by school 
leaders to become effective rather than looking at leadership from a theoretical point of view. 
Effective school leadership therefore could be based on the perspective that leadership 
behavior depends on the leader’s ability to work with and solve the complex social problems 
that arise in context (Mumford et al., 2000b). It may be more effective to steer the leadership 
learner to a unique set of skills needed to solve complex social problems within the context 
of the leadership position. 
 A skills-based model of school leadership is founded on the proposition that 
leadership, in the end result, is grounded in the individual’s ability to determine and 
implement solutions to complex social problems within the school setting. Solving problems 
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is dependent on complex problem-solving skills associated with identifying the problem, 
understanding the problem, and generating potential solutions. A skills-based model can be 
supported through an understanding of individual capability in doing a task (performance), 
observing others in a task (social skills), reflecting on a task (problem solving skills), and the 
interaction and understanding of people within a task (social judgment skills; Mumford et al., 
2000b). 
 A skills-based model might be linked to or supported by other theories for 
understanding leadership performance to solve complex social issues, with leadership 
capacity being the focus. Those theories include social learning theory, activity theory, and a 
reflective practitioner model. The skills-based model proposed by Mumford et al. (2000) 
does not discount the importance of other views and instead may be enlightening enough to 
bring some other models together for clarity. Within the skills-based model, skills are 
believed to develop as a function of interaction with others, the self, the activity, and the task. 
However, within the skills-based model, the development of skills has a more direct and 
immediate effect on school leadership performance (Mumford et al., 2000a). 
 Social learning theory supports a skills-based model as a foundational process by 
which people learn and form identities. Wenger (1998) described the context of social 
learning theory as the engagement in social practice as a foundational process by which 
people learn and form their identities. The intent is for individuals or groups who have a 
particular interest in a problem to deepen their knowledge and expertise about that problem 
to form solutions and achieve results. In other words, individuals or groups improve their 
skills to achieve a specific solution. 
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 There are four basic assumptions with this theory. First, people are social in their 
dealing with others. Second, knowledge is based on the values and goals of the individual or 
group. Third, the individual or group must have active participation in the context of the 
situation. Finally, the learning of the individual or group produces meaning or makes the 
context meaningful. If leaders can see positive, desired outcomes in the observed behavior, 
they are more likely to model, imitate, and adopt that behavior themselves. 
 Leadership interaction with a task, as described by Bandura (2007), presents learning 
as occurring in two ways: by doing a task and by observing someone else performing or 
discussing a task. Thus, social learning theory emphasizes the importance of observing and 
modeling the behaviors, attitudes, and emotional reactions of others. Bandura (1977) stated 
that learning would be laborious and perhaps dangerous if people relied only on the outcomes 
of their own actions to inform them of what to do. Social learning theory explains human 
behavior in terms of continuous reciprocal interaction between cognitive, behavioral, and 
environmental influences. Bandura’s work teaches about human behavior. Individuals choose 
their behaviors based on what they think will happen to them as a result. Bandura’s research 
also shows that when it comes to changing behaviors, individuals must be taught from a 
perspective of personal experience (Patterson, 2008). 
 Vygotsky (2007) described learning as a connection between people in a sociocultural 
context in which they act and interact in shared experiences and thus build an opportunity to 
understand those actions. Vygotsky’s views are said to have influenced the development of 
activity theory. Activity theory might be described as social life within a process of 
interactions between people and circumstances. There is a flow of activity following actions 
that react back and alter the conditions, relationships, and rules with the context of the 
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activity (Bennett et al., 2003). We want our leaders to learn skills, and those skills are best 
learned in the social context of other effective leaders. 
 Engeström, as quoted by Down (2001), argued that standard theories of learning are 
based on the proposition that the knowledge or skill to be acquired is itself stable and 
reasonably well defined and that there is a competent teacher who knows what is to be learnt. 
By contrast, learning in the workplace is often concerned with something that is neither 
stable nor defined or understood ahead of time. This is the learning involved in personal and 
organizational transformation. Thus, it may be argued that this is an essential aspect of 
learning for transfer or activity theory (Down, 2001). Activity theory might help leaders 
engage and interact with the school environment, where the outcome will be manifest in the 
production of tools. These tools are externally observable forms of mental processes. As 
these mental processes are manifested in skills, they become more readily accessible and 
communicable to other people, thereafter becoming useful for social interaction and the 
solving of complex social problems. Thus, skills should be learned in a social context. The 
consequent reflection of that performance based on feedback from others in context, as well 
as on one’s own judgment, helps to clarify the skills required and the skills learned for a 
specified result (Schön, 1983).  
 Schön (1987) proposed that individuals must engage in reflective learning practices 
and inquiry to become successful leaders. There is a duality to the role of researcher and 
participant that Schön calls the “reflective practicum” as a means of bridging the worlds of 
theory and practice. Reflective practice is associated with learning from experience and is 
viewed as an important strategy for professionals who embrace lifelong learning. The act of 
reflection is seen as a way of promoting the development of autonomous, qualified, and self-
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directed professionals. Engaging in reflective practice is associated with the improvement of 
the quality of performance, stimulating personal and professional growth, and closing the gap 
between theory and practice. 
 Theories of leadership are not always applicable for the practitioner, and a stronger 
integration of practice and theory may be needed to help school leaders become more 
skillful. School leaders are strengthened by experiences in which skills can be observed and 
ascertained from what they look like and what they feel like (Mumford et al., 2000b). The 
idea of skill building within a skills-based model helps to bridge the gap between theory and 
practice. 
  A focus on individual learning and experiences within the leadership context is not 
new. The skills-based model for leadership proposes that leadership performance is based on 
three key types of skills that are all learned in different contexts: (1) problem-solving skills, 
(2) social skills, and (3) social judgment skills (Mumford et al., 2000a). 
 By gaining a deeper understanding of the unique set of skills that school leaders need 
and by assessing the ability level of different public school leaders with those skills, we can 
help achieve the applications and programmatic concepts to bring about improved schools as 
measured by improved student performance. In addition, developing the knowledge of 
specific skills that are useful in a variety of leadership roles will have an effect on 
professional development for school leaders.  
 There are specific aspects of leadership theory that can coalesce to support a skills-
based model for a practical approach to leadership skill attainment. From a practical point of 
view, school leadership and the skills obtained by any individual leader will never be enough 
to solve all the complex problems within a school setting. However, that must not prevent the 
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leader from identifying key skills and using that knowledge to alter leadership practices, 
preparation, and performance. 
 Viable solutions to leadership problems are normally best when attached to the 
context of the organization. Public school leaders must go outside of themselves, determining 
the facets of the solution within the organizational context. A skills-based approach will offer 
new insights into the work of building individual school leadership skills within the context 
of the organization and the focus of increasing student achievement. This is a means for 
improving public school leadership and for finding solutions for complex social issues.  
Leadership in Transition 
 School leadership might be easy if the problems confronting leaders had known 
solutions. Yet the face of leadership changes as quickly as the face of our culture, our 
society, and our school needs. School leadership is a series of adaptive challenges that 
require new skills and personal adjustments to already learned skills. Without continually 
learning new skills and adapting to the changing environment, values, people, and behaviors, 
school leaders cannot thrive, and the measurement for leadership success (student 
achievement) cannot advance.  
Leadership Expectations 
 Reeves (2009) stated that the world of school leaders is changing, because of the 
problems that school leaders are working to correct. The self-concept for a school leader 
should be continually evolving, and the expectations for educational leaders are evolving 
also.  
In the 1950s principals were viewed very much as administrators who simply 
managed the schools. In the 1960s, with the urbanization of education, principals 
began to be viewed as street-level bureaucrats, that is, people who had to get things 
done on the ground level even as large-scale policies were being developed and 
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implemented by the government agencies. The significant federal efforts focused on 
curriculum in the 1960s and early 1970s brought the term "change agent" into the 
vernacular--along with heightened expectations for principals. The school 
effectiveness literature of the early 1980s, the classroom effectiveness literature, and 
the publication of A Nation at Risk, with its dire broadcast of the grim condition of 
American education, all synergized as a powerful and unrelenting spotlight focused 
on the principal. A Nation At Risk created a context in which there was a heightened 
perception of need for school improvement. Both the school effectiveness research 
and the classroom effectiveness research identified principals as keys to schools' 
ability to implement the kinds of changes that would meet this need. (Lockwood 
2002) 
 
 Murphy (2007) stated that school leaders should control their emotions along with 
everything else they control. Leaders are to be strong, tough, and decisive and to have all the 
answers to all questions. Leaders are to be in control in every situation. Whenever any person 
in public office does not meet the expectations of those whose opinions differ, that person is 
not meeting the expectations of the position he or she holds. Therefore, the myth of the 
superhuman qualities of leadership, the heroic individualist, endures.  
 There have been and still are a myriad of expectations for school leaders. Mazano 
(1995) contends that despite the decades of focus on leadership, little research has been done 
to show the relationship between school leadership and improved student achievement. Yet 
most of the focus on leadership continues to look at what school leaders should do, as if it 
were a grocery list. Leaders must have the vision to reach a goal or concept and a base of 
skill from which to work. Leadership must move along a path of transition to remain viable. 
School boards today look for school leaders who have the qualities of a CEO, entertainer, 
and Wall Street executive. They often expect someone superhuman. School boards are stuck 
in the same model of school leadership that has been prevalent for a century. The need for a 
documented skill set for school leaders is clearly needed. Without that knowledge there will 
be “grocery lists” of qualities for leaders that may never yield the performance results 
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required to make the substantive changes essential to change the eventual outcomes of 
student performance. 
 Nottingham (1985) outlined the professional expectations (grocery list) for a 
superintendent and organized them under three sets of skills: (a) technical skills, including 
(1) having language skills, (2) understanding teaching and being a teacher, (3) having an up-
to-date understanding of learning theory, (4) being familiar with many curricula, and (5) 
acting as a liaison between the board and the staff; (b) conceptual skills, including (1) being a 
visionary, (2) clarifying goals, (3) understanding organizational systems, (4) having good 
judgment, and (5) understanding community power structures; (c) human skills, including (1) 
negotiation abilities, (2) catalytic leadership, (3) empathy, (4) high expectations, (5) loyalty, 
(6) maturity, and (7) a sense of humor.  
 Marzano (1995) identified 21 categories (another grocery list) that he refers to as 
“responsibilities,” but which are, in essence, expectations for the school leader. He indicates 
that researchers and theorists have implied all 21 categories for decades. He relates these 
expectations to student achievement and does an analysis to show the relationship. The 
categories are (1) affirmation, (2) change agent, (3) contingent rewards, (4) communication, 
(5) culture, (6) discipline, (7) flexibility, (8) focus, (9) ideals/beliefs, (10) input, (11) 
intellectual stimulation, (12) involvement in curriculum, instruction, and assessment, (13) 
knowledge of curriculum, instruction, and assessment, (14) monitoring and evaluating, (15) 
optimizer, (16) order, (17) outreach, (18) relationships, (19) resources, (20) situational 
awareness, and (21) visibility.  
 Leader characteristics and capabilities have long been a topic of interest to 
educational writers and researchers. There have been a myriad of approaches to leadership in 
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the past, including leader behavior approaches (Fleishman & Harris, 1962), contingency 
theory (Fiedler, 1964; Fiedler & Garcia, 1987), leadership perception studies (DeVader, 
1984), and leader trait studies (McCall & Lombardo, 1983; Zaccaro, Foti, & Kenny, 1991). 
All of these studies have been focused on the question of what makes a good leader. Over the 
past two decades, additional leadership theories and methodologies (Bass, 1990; Yukl & Van 
Fleet, 1992) have been developed to examine the relationships between leadership 
characteristics and performance.  
 In a sample of managers in research and development organizations, Friedman, 
Fleishman, and Fletcher (1992) examined tasks and ability requirements for those tasks. They 
identified three primary leader activity dimensions, including project management, personnel 
supervision, and strategic planning. Patterns of abilities required for each type of leader 
activity were also examined. The authors determined that complex cognitive abilities are 
required for strategic planning tasks or upper-level leadership tasks. The abilities or 
expectations include logical reasoning, fluency of ideas, originality, oral defense, oral 
expression, and resistance to premature judgment. Other expectations include social 
sensitivity, resistance to premature judgment, and fact-finding. Expectations at the highest 
level include fact-finding, information ordering, problem sensitivity, and written 
comprehension.  
 Leadership in transition means increased accountability and the skills that support 
that accountability. Accountability indicators are difficult to identify (Reeves, 2005). 
Accountability indicators are the expectations for school leaders, which are rarely, if ever, 
spelled out or put in a job description. The personal expectations from an evaluative body or 
group are fickle and changing. A board of education may insist that increasing student 
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achievement is the top priority, but what they are most upset about is that the school mascot 
is not politically correct and the school leader is not doing enough about it. A principal may 
be held responsible for reducing discipline referrals in his school but is derided when he does 
not show up for a district meeting. Temporary ideas of leadership indicators do not replace a 
skills-based approach. 
It may be necessary to go beyond the conceptual names of school leadership and 
support newer realities that will add to the day-to-day work of school leaders (Reeves, 2006; 
Schmoker, 2006; Waters & Grubb, 2004; Whitaker, 2003). School leadership is more about 
what needs to happen (results) than how one is labeled.  
Stein and Nelson (2003) showed that school leadership content knowledge is more 
than subject matter knowledge, because it merges with the practices (skills) of leadership. 
School leadership content knowledge, including the skills of leadership, is a changing 
construct based on the need and demands of the time. Reeves (2003) indicated that school 
leadership is more than management and conveyed that the leader has a more clearly defined 
skill-based role to play in curriculum, instruction, and assessment among other needs within 
the school setting. 
Glickman (2002) stated that school leaders cannot be the sole (instructional, 
transformational, strategic, visionary) leader but must understand the multiple structures and 
work with multiple leaders for assisting, focusing, and improving classroom practice. This 
requires a transition to a skills-based orientation rather than temporary attribute orientation. 
In any organization, different school leaders will specialize or develop particular 
competencies related to their personalities, aptitudes, knowledge, existing skills, roles, or 
fundamental beliefs. Some school leaders are better at doing certain things. School leaders 
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can help organize diverse competencies in an organization into a coherent whole depending 
on the skills of one person over another, complementing skills, or how skill sets can be 
shared with each other to reach results. Organizing diverse skills also requires school leaders 
to recognize when the skills possessed by the people in an organization are not equal to the 
problem. It is at that point when school leaders must have the ability to recognize the lack of 
skills in themselves and others and then work to improve those skills or bring in additional 
support personnel who have those skills (Elmore, 2000). 
 The many leadership expectations from the “grocery list” logic are too much for any 
one individual, or even a group of school leaders, to accomplish. The sheer number of reform 
efforts and the needs within the school setting present a framework that makes it impossible 
to lead a school as the “Lone Skills Ranger.” Teacher leaders also have skills that can help 
the organization, but it is the skill of the school leader that brings the teachers’ skills into 
focus for the organization. 
 There is no doubt that the skills of our school leaders are and should be evolving. 
Different times and circumstances will evoke different needs and therefore different skills.  
Leadership Results 
 There is an assumption that school leaders normally seek positive results centered on 
student academic improvement (Darling-Hammond, 1993; Dufour & Eaker, 1992; Fiske, 
1992; M. Fullan, 2003; Goleman, 2000; Marsh, 2000). School leaders are hired and 
encouraged to perform in ways that will achieve those results. The results they achieve 
determine how school leaders will be evaluated (M. Fullan, 2002; Schmoker, 2006). School 
leader results are due to exercised school leadership skills (Stronge, 1998).  
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 School leaders must produce results in a school or district (Schmoker, 1999, 2006). 
School leadership does not rest on singular evidence or effectiveness or a particular outcome 
being achieved but on an overall direction or movement toward actions and performances 
that lead to sustainable improvement and results (Spillane et al., 2004). School leaders must 
perform well with intent and must have or design vision for performance results. Otherwise, 
the school will decline in value and achievement (Elmore, 2000). 
 The type of school culture that the public wants does not happen without effort and 
leadership skill execution. Schools, and student achievement, improve when school 
leadership has a clear vision for improved learning and the skill base to cultivate a goal-
oriented culture and when school leadership regularly reinforces and recognizes 
improvement efforts that get results (Schmoker, 1999).  
 Traditionally, school leaders build cultures that bring about the change that they were 
hired to bring about. This is achieved through a personal desire to instill their belief system, 
or to build a culture, that will empower the organization to achieve its goals. This may take 
the form of instilling the importance of student achievement, using data to show change, 
supporting important professional development of the staff, or working on an organizational 
philosophy. However, school leadership for results does not always work along clearly 
defined lines. School leadership begins with the leadership skills required to achieve the 
desired results (Sashkin & Sashkin, 2003).  
 Leadership that matters does so because it makes a difference that is measurable. This 
difference occurs in the lives of those who follow the leader and those who participate in the 
organization. Leaders motivate others to accomplish a goal defined by the leader or by the 
group (if the leader has the skill to bring about a group dynamic). Leadership must have the 
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skills to develop a vision that can be achieved and to make conditions that enable others to 
frame their work to achieve that vision (Sashkin & Sashkin, 2003). To do this, school leaders 
must have the skills that support this work. School leaders make meaning by way of 
particular skills, which they use to provide clarity and communication about their actions and 
an explanation of the results they seek. 
 Ruebling, Kayona, and Clarke (2004) concluded that leaders must take responsibility 
for poor results and be willing to change their practices to produce the desired outcomes. 
“Leaders must take responsibility and be held accountable for poor results. Different 
leadership practices must be instituted” (p. 1). Leithwood and Riehl (2003) reported that the 
renewed focus on school leadership and instructional leadership practices have resulted in a 
need to continue to study the direct effects of leadership on student achievement.  
 School leaders today read, go to conferences, listen to tapes and webinars, or confer 
with their colleagues to gain insights on how to meet the challenges they face and achieve 
results. There are enough ideas for what school leaders should do but not enough ideas on 
how to do it (Stronge, 1998). The list of responsibilities or the list of items to perform is 
relentless.  
 Spillane (2004) synthesized the findings of different authors to construct a list of 
functions for school leadership. Waters, Marzano, and McNulty (2006) stated that school 
leaders should be engaged with a list of 21 specific leadership responsibilities that are 
correlated with student achievement. Waters, Marzano, and McNulty (2006) noted the need 
for school leadership to understand first- and second-order change. In order for school 
leaders to be effective or achieve results, they must understand and then perform another list 
of essential tasks. Leithwood et al. (2006) believed that school leaders need to improve 
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employee performance by using practices that will help teachers to perform at a higher level. 
They indicated that almost all successful leaders draw on the same repertoire of basic 
leadership practices. 
 Leithwood and Riehl (2003) indicated that there is a core set of leadership practices 
that form the basics for all school leaders in almost all educational contexts. These practices 
are broken down into three categories: 1) setting direction, 2) developing people, and 3) 
developing the organization. They indicated that leadership practices include actions aimed at 
developing goals for school personnel and inspiring others to work toward the school vision. 
 Elmore (2000) stated that clear knowledge of leadership roles and functions can help to 
guide school leader practice. He said that the outcomes for students in our schools are crucial 
and that the landscape for school leaders has changed; therefore, school leaders need to 
change to meet those challenges. 
 Lambert (2003) said that leadership is doing what the community needs when it needs 
to be done and that it is fixed by a frame of how others participate in the actions of the leader. 
Leadership is built in terms of the things that many leaders do rather than what few leaders 
do by engaging expertise within the organization. 
 “Schools succeed only where students succeed” (Reeves, 2005). When a sport team 
plays a game, it may be nice to say that everyone participated or that the coaching was done 
well. However, if the team didn’t make enough of an effort to win the game, then the coach 
and the players all need to change. Some people in education believe that the process for 
leadership is enough and that results are not as important. Although it is important to measure 
what processes have been put in place with the purpose of reaching results, it is still the 
results of the leader that provide the means to success. Every initiative in a school, along with 
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everything the leader promotes, is only effective when the focus is on results.  
 Success for a school leader is when a high percentage of the decisions made and the 
skills exercised yield the intended results. In principle, there is no reason that decision-
making quality and decision-making skills could not be conceptualized in the same way. The 
aim of any school leader decision is to achieve the results that satisfy a particular group of 
people. Put another way, a good decision is one that achieves satisfying results.  
Leadership Expertise 
 Expertise has been always been in existence and has a historical complexity between 
master and apprentice with regard to performance. In previous centuries, poor families would 
leave their children in the charge of a teacher in exchange for a contractual claim for part of 
the future worker’s earnings as an adult (Rosselli, 1991). In the 19th century, the state took 
over the job of training experts in areas of need, including medicine, law, business, and 
engineering. In the latter part of the 20th century, the state invested in schools (Bloomfield, 
2004).  
 Retrospection on results is one method for determining expertise. That is, by looking 
at how well an outcome or product is received, it is possible to determine whether the person 
who brought about that outcome or product is an expert. Although other methods may be 
used, expertise is determined by the measure of performance.  
 There are different domains of expertise, all of which were devised by people. The 
accumulated knowledge and skills of these domains should reflect certain biological, 
psychological, and cultural factors (Ericsson et al., 2006). Therefore, it should be possible 
that, once leadership skills are organized with a view toward expertise, improved 
performance is attainable.  
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 The affect of leadership on individual, team, and organizational effectiveness is 
substantial (Zaccaro, Rittman, & Marks, 2001). The leaders of great teams are experts at 
those teams, and their results indicate the presence of applied skills. These leaders are not 
just technically competent; they have the support of the team. The team believes that the 
leaders care about them and can exercise the skills to obtain the desired results. The expert 
leader provides situational updates, fosters teamwork, coordinates effort, and corrects the 
team when it begins to stray (Ericsson et al., 2006).  
 The basic attributes of an individual—abilities, motivation, and personality—all 
influence the individual’s types of experiences and the types of skills that develop from those 
experiences (Mumford et al., 2000b). School leadership skills and the performance attached 
to those skills are not the purview of a few talented individuals. School leaders need skills, 
not rhetoric, to truly move the organizational practice and organizational team to a desired 
high achievement outcome. School leaders need to become experts on the skills that will 
move the organization, team, and the goals of the organization. 
 How well school leaders can use their skills depends on the expertise and knowledge 
they can apply within the domains of the problems they face. Knowledge refers to organized 
representations of facts and principles that apply to (or explain) objects and events in 
problem domains (Mumford et al., 1994). Leaders use existing knowledge to construct key 
elements of problems, identify key information sources, generate and evaluate potential 
solutions, and identify restrictions that must be considered when implementing solutions 
(Holyoak, 1984). Leader knowledge and expertise is expected to influence the quality of 
solutions to the various problems presented across the measures of complex problem-solving 
skills (Zaccaro et al., 2000). 
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 School leaders cannot become skilled experts in all academic areas within the school. 
The experiences, and perhaps the expertise, of all individuals should be respected. However, 
the school leader must demand a clear, precise, and reasonable set of academic requirements 
and must become an expert at bridging the gap from ambiguity to clarity for every 
stakeholder. That way, each person involved with the school, and within the community, 
knows what success really means (Reeves, 2002). Leadership skills must be uniquely 
designed and are set apart from the skills of others in the organization. Some individuals in 
the organization believe that they have the freedom to determine what must be done to have a 
student become successful. Yet accepting ambiguity in the name of academic freedom is 
similar to throwing out the rules in a basketball game and having the referee decide the point 
values of every shot instead of having a consistent set of standards. The skilled school leader 
must demand clarity and fairness in a standards-based environment. 
 The job of the expert (skilled performer) is to progressively advance on the problems 
within that field of work. The job of the nonexpert (nonskilled performer) is to gradually 
constrict the field of work so that it more closely conforms to the routines the nonexpert is 
prepared to perform (Bereiter & Scardamalia, 1993). Put another way, some people who lack 
the required skills prefer to insist that the problem is not their lack of skill but the skills 
required. 
 Leadership expertise is evolving. It encompasses individuals who can turn a problem 
into a solution. The nonexpert will give a standard course to follow, sometimes adding to the 
problem. It is generally believed that skilled leaders can be found for all areas if there is 
clarity on the skills required. But there is a lack of reliable ways to identify the most essential 
skills, much less to produce them. Public education, and especially our public school leaders, 
  47
have a great need for more skilled leaders. Our traditional methods for developing skilled 
leaders with expertise must be improved. This must not be confused with specialization, 
professionalism, or technical prowess. The skilled (expert) leader is the individual with 
clearly defined abilities that can be identified, emulated, practiced, and passed on to others. 
Leadership Skills 
 A practical approach and the physical application of leadership skills and principles 
gained from working on projects with other leadership experts will always outweigh the 
traditional learning from the classroom model. New knowledge must be put into action for it 
to have validity and to develop into some form of expertise. Skills encompass the action 
domain of learning. By combining practical experiences and a system for structured skill 
development, students of school leadership can be better prepared for implementation and 
results.  
 A skills-based model can be supported through an understanding of individual 
capability in doing a task (performance), observing others in a task (social skills), reflecting 
on a task (problem solving skills), and interacting with and understanding people within a 
task (social judgment skills; Mumford et al., 2000b). 
 Within a study of school leadership, the current and divergent tasks, functions, 
principles, behaviors, assignments, and responsibilities of school leadership may be 
synthesized to state that the current educational climate is much like the story in which a 
group of blind men mistook the parts of an elephant for the whole elephant. The story says 
that a group of blind men, all at different ends of an elephant, put their hands on the beast and 
declared definitively that an elephant is whatever they happened to touch. One put his hand 
on the back and defined an elephant to be flat, dry, and wrinkly. Another touched the trunk 
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and objected with great force that an elephant is long and tubular. A third stroked the leg, 
denied the first two claims, and definitively declared an elephant to be like a tree trunk.  
 The message is clear. Picking apart the whole of what happens in school leadership 
and relegating it to a specific grocery list of responsibilities or definitions causes confusion. 
Instead, we should define a set of school leadership skills from which to build those 
responsibilities or definitions. Most school leader constructs have set up an impossible set of 
challenges for everyone who is or aspires to be a school leader. It may be time to move to a 
skills-oriented approach. Analyzing the effective skills possessed by different school leaders 
and working to duplicate those skills is essential for developing expertise and results. 
 Stronge (1998) stated that school leadership cannot be reduced to a simple 
description, because it is too complex. He required a framework for exploring the skills 
possessed by school leaders and how they interact with others as a means of putting school 
leadership into context.  
Leadership Skill Acquisition 
 Using a skill base to describe school leadership paints a different picture for the future 
of school leadership (Yukl, 1989). Most studies of leadership focus on leadership behaviors 
and not on the skills associated with leadership (M. Fullan, 1993). Leadership is an 
interaction between the exercise of influence and other’s reactions to that influence. 
However, it may be argued that effective leaders must exercise influence carefully, which 
requires a complex set of leadership skills (Connelly et al., 2000).  
 A skills-based approach to school leadership not only focuses on specific skills but 
also introduces the concept that leadership is tangible and can be studied from the perspective 
of reality. School leaders are only as effective as their performance and their results 
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(Schmoker, 2001). It is possible to study school leader effectiveness through results. Medical 
doctors and other professionals carefully track the progress of their patients and clients. 
School leaders should do the same. 
 Stein (2003) concluded that much time has been spent discussing school leadership, 
but not enough research has been done on how school leaders think about the skills they use. 
  Effective performance in leadership refers to clearly defined activities tied to the core 
work of the organization that are designed by organizational members to influence the 
motivation, knowledge, affect, or practices of other organizational members (Spillane, 2006). 
Those activities are directly tied to the skills and competencies of the school leader. Thus, we 
focus not on leadership qualities but on the school leader skills that accomplish the tasks and 
meet the demands to solve complex social issues (Mumford et al., 2000b). 
 School leadership is responsible for solving complex problems to meet the needs of 
the organization or the children within the organization. School leadership skills are 
conditioned by attributes from inside and outside the individual. Career experiences, training, 
and environmental influences all have a direct relationship on school leadership skills as well 
as problem solving and performance (Mumford et al., 2000b). 
 The relationship of complex school leadership skills and performance can be viewed 
as a continuum of potential growth (Connelly et al., 2000). That continuum begins with an 
awareness of current skill levels and general ability reflections that then move through the 
attainment of skills until reaching the potential for problem solving and performance. 
Perception
 of Current 
Leadership Skills.
Problem Solving Skills
Social Judgment Skills
Social  Skills
Problem Solving
and 
Performance
 
Figure 1. Leadership Perception Model 
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 Drucker (1999) stated that a skill cannot be explained in words; it can only be 
demonstrated. An individual may or may not know about a specific set of skills until 
awareness or reflection has been brought to the fore, and the individual has had an 
opportunity to think about the listed skill. Reflection is also necessary as part of skill use and 
in understanding how a specific skill meets the needs for a specified outcome or result. Thus, 
the acknowledgment and use of a skill may be elusive until the perception of that skill is 
brought forward to a clear level of awareness.  
 A skill is something that is learned by an individual. Two people watching the same 
mentor throw a fastball will still have different results. It is the individual capacity to do 
something that will have an expected result (Stronge, 1998). Exercised skills logically align 
with performance and results. One does not learn to play the piano and expect that skill to 
organize the workday. Individuals learn skills to empower themselves and others or to solve 
complex social issues if that is the focus of their practice in obtaining the skill. 
 Marks (2003) stated that leaders must learn the skills and competencies required to 
truly empower others. Principals who serve as mentors for vice principals have not, in a 
normative sense, had the training or support for how to mentor for skill development. Marks 
stated that it is not enough to expose trainees to practicing administrators. Rather, it is better 
to expose trainees to exemplary practitioners who know and practice their skills. Practitioners 
must be capable of explaining and demonstrating skills. Without a clearer definition of 
school leadership skills, core competencies, or effective evaluations of the skills of those who 
are mentors, it may be impossible to develop effective new leaders in a timely fashion.  
 Waters (2004) stated that acquiring new skills is essential for school leaders to 
achieve second-order change. These changes are not made by experts but by the school 
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leader who breaks with the past and the existing leadership models, norms, and values. 
Waters stated that school leaders who want to bring about substantive change in their school 
or district must have the essential skills for collaboration and dialogue to bring about second-
order change. 
 Mitchell and Rossmoore (2001) stated that simply receiving advice on how to effect 
change is not enough. They suggested that although some advice sounds good to leaders, 
they are unable to implement the suggestions without a significant level of coaching and 
facilitation from the person who has already mastered the skills. They showed that it is not 
sufficient to train leaders in a single setting and then expect that the skills learned in that 
training and that setting will translate into new results. They stated that there is a vast gap 
between knowing what to do and producing the corresponding behavior. Poor performance 
will continue without a more effective way to teach school leadership skills to educational 
leaders from those who have mastered and understood the skills they use.  
 Barth (1990) wrote that by empowering others, we let them come up with the answers 
to the questions of school improvement. School leaders must learn the skills and 
competencies required to empower others. Doing so is not a natural behavior and does not 
relate to traditional management ideas or traditional instructional leadership models. 
Empowering others is a learned skill that improves with time and practice. Creating a culture 
in a school or district that empowers others is a definable skill that can only be obtained from 
those who have experienced the results or performances that come from implementing that 
skill.  
 Fauske (2002) stated that when we merely learn about something, we are only 
participating in a single-loop learning model. When we have an opportunity to combine 
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learning with practice, we then access the deeper, double-loop learning model and participate 
in learning that affects real change. Double-loop learning is similar to second-order change. 
Learning to lead collaboratively through simulated and real experiences can be called double-
loop learning. Double-loop learning has the potential to generate changes in both the 
behavior of school leaders and ultimately the governance of schools. This implies a 
requirement of school leaders for the practice of contextual skills by those who have 
mastered those skills so that they can fully understand and master the leadership expertise.  
 Wheatley (2005) stated that leaders need to reflect on their practice, and that the 
higher a leader is in the organization, the more change or additional skills are required from 
that individual to lead the organization in new ways. Nothing in the organization will change 
unless the leader improves his skills. If nothing in an organization changes without a change 
in skills, then it becomes clear that school leaders need to reflect on the skills they have, look 
for mentors to teach them the skills they lack, and be a mentor to others to facilitate the 
growth of skills to solve complex social issues in the school or district. 
 Gupta (2002) stated that learning a new skill for performance improvement is a result 
of continuing to practice a given task. Skill learning refers to the development of a 
generalized ability, which is not specific to particular stimuli but extends to new items. Skill 
learning is measured by improvement in participants’ performance on unique stimuli. Gupta 
stated that performance results are the measure of skills. Every skill is measured by the 
results of the application of that skill. It may be as simple as a written paper or as complex as 
a change of culture.  
 According to Burns (1978), school leaders use their knowledge and skills to work 
both internally and externally to focus the organization in a new direction, secure new 
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resources, and address the challenges that confront schools and school districts. This 
requirement of transformational skills allows the school leader to work effectively within the 
context of the school or district. That set of transformational skills must also be accompanied 
by another set of skills that allows the individual to reach across schools and districts to other 
educational institutions to achieve the performances or results required.  
 Barnett (1995) stated that leadership reflection is a skill. He builds on that idea to ask 
questions about the reflective practices of school leaders or potential school leaders and how 
those practices might improve their problem solving. He goes on to say that a skilled coach is 
capable of guiding a novice learner into the actual performance of a practice much faster than 
individuals can learn the performance on their own. This implies the need for the coach to 
have and recognize a set of skills. Only after the recognition of specific skills can a coach 
model and teach those skills to someone else, who must be a willing learner. 
 Argyris (1991) supported the concept of skills being acquired through connecting 
learning activities to real problems, with a coach being the model for learning. Current and 
new leaders need plenty of opportunity to practice new skills. Double-loop learning, or 
learning from one’s mistakes through the guidance of someone who has the sought-after 
skills, is a key ingredient. People at all levels of school leadership need a combination of 
mentors and practice to master highly specialized skills and thus change organizational 
practices.  
 Senge (2000) stated that school leadership is more than multiple theoretical 
perspectives, but leadership learning has a practice element for gaining a craft-like wisdom 
through a learn-by-doing approach. A craft-like wisdom may be interpreted as the pursuit of 
a specific skill set that effective school leaders know are more relevant to directed, clearly 
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defined change efforts (Senge et al., 1994). Senge stated that the learning of skills begins 
with recipes used by people exercising reflective practices. Reflective practice is a skill that 
can provide a leader with fundamental understanding that can lead to personal improvement 
as a school leader. 
Skill acquisition. Logic indicates that extensive experience in any given domain is 
necessary to reach high levels of performance. However, this high level of performance does 
not always lead to high levels of skill acquisition. In most areas of endeavor, individuals are 
introduced to a professional domain after completing some form of basic training and formal 
education. Then the individual will work as an apprentice and be supervised by more 
experienced professionals as he or she accomplishes work-related responsibilities. After 
months or years of experience, an individual typically attains a level of proficiency that is 
acceptable to allow him to work as an independent professional. Some individuals maintain 
this level of independence, whereas others seek and eventually reach higher levels of 
professional mastery in a particular set of skills (Ericsson et al., 2006). 
What skills? Knowledge is not an adequate basis for expertise. There may be a 
limited understanding of what knowledge is necessary within one’s chosen field. Some 
people have a great deal of knowledge but may be dull, impractical, and socially inept. This 
is contrasted with what we know as a skill or the ability to do something that will yield a 
specific result. A cook’s pantry may be full of ingredients, and the cook may know how to 
cook everything in the pantry. Yet that knowledge does not cook the meal. A skillful cook 
can work with what is in the pantry even if he is discovering the ingredients for the first time. 
Formal knowledge belongs to what psychologists call declarative knowledge, whereas skills 
belong to procedural knowledge (Bereiter & Scardamalia, 1993). Put another way, there is a 
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distinction between knowing about and knowing how. 
 The traditional methodology of educating (not training) school leaders centers on the 
concept of formal knowledge or the knowledge that can be gained from textbooks, lectures, 
and minimal site-based experiences. Because traditional leadership training methods are 
tangible, easily replicated, and easily assessed, they are often preferred over the more 
practical approach of simulation or on-the-job training. Most school leader preparation 
programs attempt a mix of methods, but for practical purposes, there is always a slant toward 
limited practice. The need for skills that are modeled and practiced is lacking. Skill 
application within the school setting is lacking. A results-oriented approach to skill use is 
lacking. Just as the cook needs to actually do something to have the meal become a reality, 
the training of school leaders must take on new forms to be effective. School leaders must 
have the skills to perform in a way that obtains the results we seek. 
 Research done on levels of dancing skill compared dancers who were considered to 
be experts with dancers who were considered to be novices (Noice & Noice, 2006). Although 
both groups had roughly the same number of years of experience or knowledge, the 
comparative learning capacity and performance results were entirely different. Drawing a 
comparison to school leaders, there may be equivalent levels of skills between school leaders 
based not on years of experiences but on other factors. 
 Ask business leaders if they seek results in their organization. They will, of course, 
say yes and follow that up with a comment about schools. They would say that if they ran 
their business the way schools are run we would find them out of business. For most business 
leaders, focusing on results is not just looking at the books once at the end of the year but a 
daily accounting of inventory, workers, hours, income, expenditures, and more. This means 
  56
that each person in the organization has a role to play, and the daily results are obtained by 
the skills that are exercised by each person, not their formal knowledge. If we use system-
wide indicators to focus on results, then individual indicators point to those results based on 
the skills in use (Reeves, 2005; Schmoker, 1999). There is a need for different skills among 
the different leaders in the school organization. 
 Lambert (2003) said that leadership capacity is broad-based, skillful participation in 
the work of leadership. The effective leader will have high student achievement because he 
has the skills to bring about focus, productivity, collaboration, and commitment. Lambert 
also provided an argument for a level of skills for school leaders. 
 The common factor in all types of skills is that the performer has to match the 
demands of the task. This is accomplished by applying a strategy of performance. For 
example, a craft person will select the tools and manipulate them to meet the requirements of 
the task. Note that strategies are not normally concerned with a single response but rather 
with chains or programs of action to obtain a result. Some strategies are more efficient than 
others. Skill consists of choosing and implementing the most efficient strategies (Gregory, 
1987). 
 The literature does not clearly establish a set of school leadership skills for school 
leaders. Certain skills are embedded in the lists of responsibilities, functions, and roles 
among different studies, but performance strategies or anticipated results based on specific 
skills within those responsibilities, functions, and roles are ambiguous. Because school 
leadership has been difficult to describe, and because leadership theory has been unable to 
bring about substantial changes to produce positive results for children, an argument can be 
made that the absence of a clearly defined school leadership skill set for different school 
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leader positions may be the prohibitive factor for school leaders solving complex social 
issues or obtaining the intended results.  
 With respect to skills, effective leadership in the organizational setting should 
produce a desired or predetermined result. The pursuit of results will lend clues to the kinds 
of skills most likely to produce effective performance (Mumford et al., 2000b; Schmoker, 
2006). 
 Performance depends on the implementation of a plan. Implementation occurs in the 
social context in which a school leader depends on herself and others to implement the 
proposed solution (Mumford et al., 2000a). Schools are social places in which social skills 
are mandatory. Thus, the social implications of performance indicate a social skill set that 
should exist. School leaders face unique and changing social problems, so the social skill set 
includes social skills and social judgment skills.  
Not your everyday skill set.  Although not many clearly defined lists of school 
leadership skills exist, there are samples of skills from some of the literature. The first 
potential school leader skill list is from the Interstate School Leaders Licensure Council 
(ISLLC) standards (CCSSO, 2008). 
 Assumptions about effective school leadership preparation are reflected in the 
volumes of literature and the many graduate programs. Reports on those programs range 
from critical commentary from practitioners to policy mandates from governments 
(McCarthy, 1999). One of the more significant changes in preparation programs and in the 
continued licensure of school leaders has been the introduction of the national ISLLC 
standards, which outline expectations for effective school leadership (Hessel & Holloway, 
2002). By 2005, 46 states adopted leadership standards for administrator certification and 
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preparation programs. Of these, 41 states adopted the ISLLC standards or standards aligned 
to ISLLC (Hessel & Holloway, 2002). 
 The ISLLC standards present a potential set of performance skills for school leaders 
that uses the lens of the social sciences to help school leaders interpret (or reflect) the critical 
knowledge, dispositions, and performance indicators that may serve as a comparative 
standard for this research. The knowledge, skills, and dispositions in the ISLLC standards are 
those that help school leaders develop the sociocultural understandings, critical skills, and 
habits of mind to interpret and evaluate leadership practice in a cultural context (CCSSO, 
2008; Hessel & Holloway, 2002; Table 9). 
 Another potential set of skills that might be brought to the level of awareness and 
perception is the Education Competencies by Microsoft Corporation (Eichinger & 
Lombardo, 2006). This list of skills represents many of the attributes, behaviors, areas of 
knowledge, and abilities required for successful job performance in the workplace, as 
determined by Microsoft. Each Education Competency includes a definition, four levels of 
proficiency, sample interview questions, activities and resources to develop skills, and 
examples for meeting certain competencies. 
 These competencies describe the functional and behavioral qualities that an individual 
must possess to help an organization achieve success. Each role in an organization requires a 
different emphasis or mix of competencies or skills (Eichinger & Lombardo, 2006). 
Microsoft stated that these education competencies were devised with a leadership 
development firm to help identify Microsoft’s own set of competencies and to build a 
successful organization. These competencies (skills) provided Microsoft with a common 
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framework for hiring and professional development that can be described, discussed, and 
implemented with precision across a global company. 
 Another potential set of leader skills can be derived from the Partnership for 21st 
Century Skills (Skills, 2008). This is an organization formed in 2002 through a collaborative 
effort between the U.S. Department of Education, AOL Time Warner Foundation, Apple 
Computers, Cable in the Classroom, Cisco Systems, Dell Computers, Microsoft, and the 
National Education Association. The Partnership for 21st Century Skills developed a unified, 
collective vision for 21st century learning that can be used to strengthen American education. 
This vision represents a set of outcomes for students, teachers, and educational leaders that 
are labeled skills, knowledge, and expertise. The effort is to raise expectations for skill 
mastery in work and life in the 21st century. 
 The Partnership for 21st Century Skills has a focus on skills for students. Clearly, 
providing those skills to students requires school leaders to have those same skills so the 
leaders will know whether the students are being taught or whether the results are due to the 
skill set. 
 Stronge (1998) stated that leadership is too complex to be reduced to a specific set of 
attributes but then emphasized the need for a specific school leadership skill set by stating 
that the attainment of skills frames how leaders perform in their interactions with others. He 
stated that we determine skill by evaluating performance. Effective leaders demonstrate 
many skills through interaction and performance. School leaders require a growing capacity 
for skills that allow them to work together and achieve clearly defined results. 
 Collins (2001) stated, “I would love to give you a list of steps for becoming Level 5, 
but we have no solid research data that would support a credible list. Inside the black box is 
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another black box—namely, the inner development of a person to Level 5” (Collins, 2001, p. 
37). He stated that Level 5 leaders are defined by the things they do. “The things they do,” 
sounds a great deal like the skills these leaders demonstrate when they perform the necessary 
tasks to achieve the intended results for complex social issues. Indeed, if skill is evaluated 
based on performance and results, then those individuals who are proclaimed to be Level 5 
leaders have a skill set worth emulating. 
 In education, the development of learning communities is receiving focused, intense 
attention after decades of more individualistic and isolated teacher practice (Little, 1990; 
Lortie, 2002). A potential set of skills can be derived from this work. For example, 
professional learning communities (A. Blankstein, 2004a; DuFour et al., 2004; Michael 
Fullan, 2007), critical friends groups (Bambino, 2007), and lesson study (Fernandez, 2002; 
Lewis, 2002) are three community-building initiatives that are widely used in education to 
increase student achievement with more collaborative work. School reform is also receiving 
urgent attention: the educational community continues to investigate and implement various 
school improvement models to reach all children and prepare students for life and work in 
ever-changing times (Tyack & Cuban, 1995; Tyack & Tobin, 1994). Within most school 
improvement and reform models (Hamilton et al., 2003; Isaia, 2006; Miles et al., 1988), 
change agents of various titles and affiliations work to leverage change and shifts in the 
teaching and learning at educational sites. “Their role seems crucial, because such school 
improvement programs, taken seriously, require much time and care, are an effort to change 
the school as an organization, and usually have to compete with the ordinary demands of 
keeping school running” (Miles et al., 1988). 
 The list of demands on the school leader seems overwhelming. However, it may be 
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possible to provide a more clearly defined skill set that meets many school leadership 
demands. The potential pianist needs a good teacher who can model skills and put together a 
series of instructional challenges that allows the student to learn as he practices. That piano 
teacher already knows the skills that make a good pianist. School leaders need to be on the 
same sheet of music and to master their performance with a clear set of skills to get their 
intended results. How does one master a skill? Experts in any skill will tell you it takes 
practice. 
Skill practice. For virtually any endeavor, performance improves with practice, with 
the greatest improvement occurring early in training (Proctor & Vu, 2005). There are 
potentially three phases for skill acquisition. According to Fitts (1964), they are cognitive, 
associative, and autonomous, and according to Anderson (1982), they are declarative, 
knowledge compilation, and procedural. In either case, the first phase of skill acquisition 
comes to the observer in the form of information that can be memorized and that is learned 
for future use. Generally, there is an interpretive phase, in which procedures specific to the 
skill are acquired and the informational stage is relied on less. Skilled performance and 
determined results are achieved through repeating and strengthening the procedures and fine-
tuning the conditions surrounding those procedures. Some skills become automatic after 
enough repetition and refining of procedures (Proctor & Vu, 2005).  
 Most researchers agree that it takes many years of skill- or task-specific practice to 
become adequately skilled in performance to obtain the desired results (Hodges et al., 2005). 
The authors contend that characteristics once believed to be talent are more a result of 
focused and intense practice extended over years. It is also possible, with the concept of 
practice in mind, that the attainment of high-level skills is highly associated with 
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motivational factors and the desire to become an expert at any given skill set through that 
practice. It has been argued that practice improves and helps the individual more after a 
decision has been made to specialize. Information and skill development before 
specialization is helpful for later development, but the focus brought about by specialization 
is highly related to performance improvement (Hodges et al., 2005). This has great 
implications for the school leader who has recognized the skills that are necessary and is then 
willing to practice that skill set to a high degree of proficiency. 
 There is a gap between progressing and proficient leaders. Reeves (2009) said that 
one of the main purposes for leadership evaluation is to bridge that gap and to improve the 
performance of school leaders. School leaders must practice and become experts in their field 
and then need to continue to help others as they practice. Reeves stated that expert leaders 
should not only achieve results locally but should work to improve education throughout the 
world. School leadership skills are in great demand, but the lack of knowledge of a specific 
skill set does inhibit leadership growth. 
 Are skilled people different from other people or do they just have greater access to 
specific knowledge and opportunities to practice skills? It has been shown that skilled 
individuals are not better thinkers but better problem solvers. This is because of the 
knowledge gained from skills being practiced (Bereiter & Scardamalia, 1993). Experts or 
skilled leaders work harder, practice more, rely less on routines, and are continually engaged 
in extending their skills rather than merely using them.  
 Reeves (2006) stated that school leaders do not develop the capacity for leadership 
without being in the process of practicing even while in the midst of the challenges of 
leadership work. Individuals who want to become better leaders or to learn to lead must 
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participate in leadership roles and processes and confront the challenges needed for 
leadership development. This requires reflectivity and a desire to learn. Leading is, in and of 
itself, leading by doing (Van Velsor & McCauley, 2004). Tichy (1997) encouraged leaders to 
write their leadership story for others to learn from. It is through these stories that leaders 
document their practices and clarify what they are learning. 
 Practicing a set of structured, performance-improving activities for a concentrated 
period of time is often strenuous and can only be maintained for a limited amount of time 
(Lehmann & Gruber, 2005). Leaders who are seen as more skilled have had more practice 
and have concentrated on understanding the skills that they are practicing. There is the 
development of processes that are influenced by practice. The more skilled a person is, the 
more specific the components of those processes. Talent is less a factor in the intended 
results than the importance of practice with a view toward understanding the processes and 
reflecting on the effort and results of the activity (Schön, 1983).  
 Any school leader who survives for many years has developed a high level of skill in 
certain aspects of school leadership. However, not all leaders are highly skilled, and few are 
skilled in all the necessary categories of school leadership. For example, two elementary 
school principals have been in place for nearly 10 years. Both are easygoing, relaxed, patient, 
and good with the students. In one school, the teachers and students are busy and perform 
beyond their expected levels. In the other school, the students, who are from the same social 
environment, struggle with reading and math. Early in the career of these two school leaders, 
there may not have been many observable differences. Both would be concerned primarily 
with management. But as management problems diminished, one of the principals began to 
focus on learning new skills. That individual is still advancing his skill set through daily 
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practice of social skills and social judgment skills. One individual continues to build practical 
skills to improve the school. The other does not.  
 Skilled leaders reinvest in and progress their skills to become more effective problem 
solvers. Nonskilled leaders are consumed with the daily and well-learned routines of the 
position. Skilled leaders reinvest their energy and think about how to advance their skills. 
Nonskilled leaders are engaged in decreasing the amount of mental and physical activity that 
the work requires. Put another way, a skilled pianist still practices every day to improve 
technique. That same person will play a piece he has already played many times and works to 
discover more ideas within the music. A school leader who wants to become a “skilled 
leader” will practice and look for new and better ways to accomplish tasks to reinvest effort 
into new learning and new tasks so that results will be seen as a skilled performance. 
Skilled performance. When a leader concentrates on performance (results), he has to 
prioritize activities and abandon unproductive ones. Each activity a school leader engages in 
must survive the question “If we were not already doing this particular activity or 
participating in this particular process, would we start now?” If the answer is “no,” then the 
leader must ask “What should we do about it now? Should we make it more effective, 
abandon it, or remove it?” (Hesselbein & Goldsmith, 2006). 
 Performance in every position is measured in relationship to the objectives of the 
person and of the organization. A great organization has a leader or leaders who perform at a 
level at which the organization makes an impact over a long period of time (Collins, 2005). 
Collins stated that in the social sector, an organization’s performance must be assessed 
relative to its mission, not its financial returns. In the social sectors, the critical question is 
not “How much money do we make per dollar of invested capital?” but “How effectively do 
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we deliver on our mission and make a distinctive impact, relative to our resources?” 
 Selecting good future leaders and then developing them are important tasks for 
military organizations. The development of future military leaders involves providing the 
potential leaders with opportunities to improve their leadership skills through study, practice, 
and continued application. Others who are already confirmed leaders, whose performance 
has been proven in many situations, serve as mentors and models to the cadets. A study done 
at the U.S. Military Academy tested the power of cognitive and personality variables to 
predict quality military leadership performance. The study followed the cadets through four 
years of the training experience at West Point. As cadets progressed up the class structure 
from freshman to seniors, they were given increased leadership responsibilities and 
opportunities to develop their leadership with practice. Then they were evaluated on their 
performance. The development of these leaders along with their potential for promotion, 
assignment, and effectiveness was shown to be related to actual leadership performance 
(Bartone, 1999). This helps show the relationship between skills, leadership emergence, and 
the potential for these to predict leadership performance. The skill development process 
occurs over time and influences where a leader best fits in an organization (Grice & Katz, 
2005).  
 Leadership skills are measured by results and in the particular setting. Those same 
skills are also measured by the development of the individual leader in the particular 
leadership setting. For schools, that measurement must focus on the improvement and 
continued achievement of students. The effect of leadership on student achievement has been 
already established (Waters et al., 2006). School leaders must assess their own performance 
based on skills learned and practiced to achieve their intended results along with what they 
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traditionally do for the organization. “The fundamental purpose of leadership evaluation is 
the improvement of teaching and learning through building the knowledge and skills of 
current and prospective educational leaders” (Reeves, 2009, p. 16). However, the results of 
studies in leadership assessment reveal that leadership evaluation is random and ambiguous. 
There are gaps in the understanding and evaluation of leadership performance and of the 
skills that make up that performance. Without a more clearly defined concept of what skills 
are necessary at each level of school leadership for effective leadership performance, and 
without methods of evaluating that performance, leadership development is likely to be 
random, aimless, and idiosyncratic (Reeves, 2009). 
 There is a need for training and practice to reach high levels of performance in any 
domain (Galton (1869/1979). Galton stated that performance improvements in adults are 
quick at the start of training and then diminish over time. The only boundaries for 
performance are any natural impediments that may limit the upper level of ability. It is 
through practice at the same or similar levels where others in the same profession can 
become as successful as those at the top.  
 More recent theories of skill acquisition (Anderson, 1982; Fitss & Posner, 1967) are 
consistent with Galton’s basic assumptions about capacity for learning and performing. 
When individuals are first introduced to a new skill, most individuals try to reach a level of 
mastery in that skilled activity that will allow them to perform at a functional level. A 
beginner in any skill works to understand the requirements of the task and to avoid major 
mistakes. After that phase of practice, mistakes become rare, performance becomes easier 
with repeated experience, and the learner does not need the same level of focus to maintain 
an acceptable level. Then individuals become more automated in their performance of that 
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skill, and their execution becomes smooth. However, the automation of a skill also tends to 
lessen the ability to control the execution of the skill, which makes further intentional 
modifications and adjustments more difficult. At this point, performance reaches a plateau, 
and further improvements are not observable. This may also be seen as “arrested 
development” of the skill within the context of the domain and the skill being learned 
(Ericsson, 2005).   
 Ericsson (2005) provides a diagram that helps explain performance in relationship to 
practice and plateaus.  
Deliberate Practice, 
Experience, 
Motivation, and 
Coaching
Performance
Everyday
Skills
Arrested
Development
Highly Skilled 
Performance
 
Figure 2. Experience and Practice Model 
Expert performers are accustomed to achieving high-level results even during emergencies, 
competitions, and exhibitions (Ericsson, 2005). When an individual can repeatedly reproduce 
skilled performance during practice and training or conditions that they will endure when no 
longer practicing, the expectation is that they should be able to reproduce this same level of 
performance on a continual basis. Too many individuals become satisfied with low levels of 
development both in practice and in reality and produce far fewer results because of that 
complacency. The implications for the school leader are evident when too many leaders no 
longer seek to improve a specified set of skills or any skills that will yield better performance 
or results. Most school leaders are not reflective individuals who measure their performance, 
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and many do not measure the performance of the organization.  
 A high level of skilled performance is an improvement over what comes naturally to 
the individual. If every person were proficient at playing the piano, just by growing up as a 
pianist in a piano-playing society, we would not recognize concert pianists as highly skilled, 
experts, or advanced performers. We might still enjoy them for what they do, but they would 
no longer be able to demand high wages in the performance hall setting. Similarly, if every 
child learned to read just by growing up in a literate society, then one of the main purposes 
for the existence of schools would disappear. Therefore, schools and experts in any domain 
owe their continued station to the requirements of societies that there must be individuals 
who can showcase a high level of skilled performance. There should be a strong correlation 
between schooling and high levels of skilled performance. But there is not. Instead, most of 
the education systems, and the preparation of school leaders in particular, are designed to 
produce nonskilled or moderately skilled performances and performers.  
Summary 
 Bennis (1987) wrote that school leadership is like beauty: It's hard to define, but you 
know it when you see it. That is too simplistic based on the need for results. 
 Leadership from the church has influenced some definitions and studies of school 
leadership. George Barna (1997), author and researcher in leadership and church cultural 
issues, stated that leadership is defined by at least five components: A leader is one who 
mobilizes, one whose focus is influencing people, one who is goal-driven, one who has an 
orientation in common with those who rely on him for leadership, and one whom people are 
willing to follow.  
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 In the book Good to Great, Collins (2001, 2005) wrote that there are five levels of 
leaders, with the fifth level being the leader who can lead a company to outperform industry 
standards. The Level 5 leader can sustain success over a period of years, has the ability to 
take an organization from good to great, and has specific qualities that set him or her apart 
from others. Few can become a Level 5 leader, but it is attainable through practice. Collins 
describes leadership as a continuum of levels of capabilities and competencies, finalizing on 
Level 5 executives who build enduring greatness through a paradoxical blend of personal 
humility and professional will.  
 Harari (2002), in his book about Colin Powell, stated that Powell defined leadership 
by the actions individuals take in pressure situations. Powell said that each individual must 
model key behaviors to learn how to act while watching other leaders in action. The behavior 
of one leader provides the foundation for another leader to become proficient in future action. 
In essence, the leader learns leadership from the person to whom he or she is directly 
responsible and how that leadership is modeled in action. In this definition, the mentor could 
limit the scope, role, responsibility, and potential of the new leader. 
 It has been stated that passion is essential for education leaders to be effective 
(Bennis, 1997; A. M. Blankstein, 2004b; Collins, 2005; Dufour & Eaker, 1992; M. Fullan, 
2003; M. Fullan & Hargreaves, 1991; Peters & Waterman, 1981; Wheatley, 2005). However, 
passion does not replace skills. The question persists: Do we, as a profession of school 
leaders, have the desire to develop the necessary skills to become effective school leaders?  
 In leadership development, there is some effort to embed tacit knowledge into the 
work context through methods of reflection. This can be seen in executive coaching efforts 
and stretch assignments for potential leaders (Cianciolo et al., 2005; Sparks, 2007). The 
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transference of tacit knowledge from experienced and proven skilled performance leadership 
experts to the uninitiated include mentoring, sharing stories, and, most importantly, 
engagement in the processes in the work context through methods that stimulate reflection 
and engagement.  
 Leadership ultimately depends on each person’s capability to solve complex social 
problems. Solving the complex problems depends, in turn, on a set of leadership skills and 
the practice required ahead of time to be good at those skills. This study focused on problem-
solving skills, social judgment skills, and social skills.  
 Problem-solving skills are associated with identifying the problems, understanding 
the problems, and generating potential solutions to the problems. Social judgment skills are 
associated with goal-setting, goal restrictions, and self-orientation to personal and 
organizational goals. Social skills are associated with motivating and directing others during 
solution implementation and refining potential solutions and creating implementation 
frameworks within a complex organizational setting (Mumford, 2000). 
 Leadership is a social activity involving the exercise of influence over others. 
Effective leaders know how to use the right skills at the right time to tackle the right 
problems in the right way.  
 Skill acquisition and eventual expertise require knowledge of the job and the desire to 
become more skilled. They require knowledge of the organization, the people, and an idea of 
the results that are being sought.  
By focusing developmental interventions on key leadership skills, it should become 
possible to develop higher-functioning individuals in any organization.  
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Chapter III: Methodology 
Restatement of the Problem 
 For school leaders, there is an abundance of research on leadership strategies and 
effective leadership practices. However, to be an effective school leader based on 
performance is increasingly challenging. A school leader is expected to undertake a variety 
of roles such as instructional leader, change agent, curriculum expert, financial expert, data 
analyst, teacher, facility manager, special program director, community liaison, safety expert, 
public relations expert, political expert, community leader, and overall problem solver. 
Literature on what an education leader should do can be overwhelming, as it seems to assume 
that a school leader should have the ability to walk on water as part of the required tasks for 
the position. A school leader is expected to fix whatever is wrong in a school or district and 
remedy the ills of public education (and society) at the same time (Elmore, 2000).  
 School leader expectations declare that school improvement should take place with 
seamless transition in an atmosphere of shrinking funds, contentious legal issues, political 
micromanaging, increasing pressure from constituencies, media scrutiny, advanced 
technological requirements, and legislation. Most schools today have a wide array of students 
with a wider array of needs. These expectations and demands upon public school leaders 
reflect cultural needs, relational needs, communication needs, and educational needs while 
systematically demanding increasing student achievement for all students (Darling-
Hammond, 1993; Deal & Peterson, 1999; Economy, 2006; Friedman, 2005). If public school 
leaders are to find success in this environment, they must be more prepared with a deliberate 
set of skills. A school leader must be capable of leading the redesign of a school and not 
merely managing programs, cultures, and communication (Leithwood et al., 2006; Newmann 
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et al., 2001). A school leader must achieve results. 
 To meet the demands upon school leaders there appears to be an unlimited list of 
suggestions and approaches a school leader should enact. These suggestions and approaches 
come from a wide variety of authors, experts, professors, parents, students, teachers, and 
community members. The question that arises for a school leader attempting to comply with 
these suggestions and approaches is not what to do but how to do it. Leadership training 
relating to the “how” for a school leader is woefully inadequate (Bennis & Townsend, 1995). 
The overwhelming body of empirical evidence about school leadership ought to provide a 
warning that it is time to reconsider the framework, purpose, and fundamentals of leadership. 
 Beginning to explore this concept suggests a need for gaining greater insight into 
leadership skills and how school leaders perceive their own skills. What skills does a school 
leader perceive as crucial for personal improvement? Comparing a leader’s perception of 
skills from a particular skill set may allow the school leader to gain insight into how to meet 
the needs and demands of the position.  
 There is a need to identify the skill ability level of different leadership positions with 
specific skill sets. Providing some clarity on what has been applied and practiced to achieve 
positive results in different positions may be helpful. Thus there is a need to study the 
personal engagement of school leaders in a specific set of leadership skills. Based on the 
results of that data, there may be a need for improving professional development or the 
training for school leaders. This study may revise some thinking and potentially the practice 
of school leaders at the preparation and participation levels. The findings from this research 
may help to provide solutions for some current school leadership deficiencies, including the 
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need for improved mentoring, professional development, training programs, and role-playing 
activities.  
 Good leadership is critical for schools to improve or function well (Reeves, 2002). It 
has been stated that effective leadership in the various roles throughout schools and districts 
are key contributors to improving student achievement (Fullan, 2003; Marzano et al., 2003; 
Newmann & Wehlage, 1995; Reeves, 2006; Schmoker, 2006). Leadership plays a vital 
function in setting the direction of successful schools (Reeves, 2002). Yet existing processes 
regarding the best ways to prepare and develop the skills of highly qualified school leaders 
are limited (Hoffman & Burrello, 2004; Leithwood & Riehl, 2003; Quinn, 2002).  
 There is a great deal of literature on school leadership and more about leadership in 
other occupations. Those who write about leadership encourage the work of leadership 
through success stories, research articles, and theories. Leadership literature is designed to 
provide a list of what the leader should do. It suggests the possibility that the overall 
educational culture and the pressures on school leaders often force leaders to look for quick 
answers for complex problems in books and articles instead of developing leadership skills 
that will lead to greater success and positive performance results.  
 There is a demand for improving student achievement in the schools and especially in 
schools that have been traditionally prone to poor achievement (Cetron, 1985; Economy, 
2006; Education, 2004; Reeves, 2003). This demand for school improvement and advancing 
student achievement should force a parallel demand for improved and more clearly defined 
school leadership skills. However, this has not happened. It may be argued that the opposite 
has taken place: school leadership skills are largely ignored and “canned programs” are 
encouraged instead (Fullan & Miles, 1992). It is possible that bringing more attention to and 
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more clearly defining school leadership skills will bring about better school leaders and 
thereby improve educational outcomes (Economy, 2006; Friedman, 2005). A school leader in 
a specific leadership role with the appropriate skills to effectively lead and meet the demands 
within that school setting should be viewed as foundational to school improvement and 
higher student achievement (Elmore, 2000). It is through the improvement of skills whereby 
a school leader will meet increasing demands. It is by practicing and enhancing school 
leadership skills and supporting the school leadership skills of others that key improvements 
in school organizations will take place (Elmore, 2000; Fullan, 2001; Senge, 1990).  
 An individual in a formal school leadership position or an individual performing 
specific school leadership functions should have more than a degree in leadership. A degree 
may not even be enough to frame a platform for beginning without an understanding of skill 
attainment. Practicing and performing a set of essential leadership skills is more about 
practice than theory. Performing a skill is more than the “flavor of the month” management 
concept as illustrated by past examples of transformation drawn from simple motivation or 
organizational ideas or corporate concepts (e.g., The One Minute Manager or Who Moved My 
Cheese?).  
 It is normal for school leaders to learn their leadership skills at their own expense and 
normally without the support or conditions that other professionals take for granted. The 
plight of a public school leader’s preparation can be contrasted with other professionals 
where leaders have the opportunity to hone the appropriate skills in context and with a 
mentor (Slater, 1999). The model for learning new and focused skills for specific school 
leadership responsibilities is not often afforded to the novice school leader. Furthermore, 
most school leaders are willing to tolerate the ambiguity of the school leadership role and are 
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unaware of the required skills they should have. There is too often the desire for 
circumstances to change or that demands should become easier than the pursuit of skill 
development to meet the prevailing needs. It is less than ideal to have a school leader who is 
unable to engage in the improvement of essential school leadership skills.  
 Data about student achievement from many public schools indicate consistent 
declines, especially in comparison to other countries (Bracey, 2007). In the context of the 
need for more students to perform at higher levels and compete in a global economy, 
improving the skills of a school leader becomes paramount. It is probable that a unique set of 
school leadership skills practiced by individuals in a specific school leadership position will 
bring about a systemic change that will improve student performance and empower school 
staffs to perform at a competitive level with their worldwide peers (Johnson, 1996; Schwahn 
& Spady, 1998).  
 Finally, much of what has been written about school leadership may be viewed as a 
“grocery list” for leaders (Barth, 1990). It is probable that without improving the 
implementation of essential school leadership skills, the work of a public school leader will 
continue to be plagued by failure (Fauske, 2002). 
 This study aimed to identify a set of skills and the relationship of those skills to 
variables assigned to school leaders.  
The Essential Question 
 It is this author’s belief that research about what school leaders perceive as their 
current ability with a defined set of essential school leadership skills is important and 
necessary. It is also this author’s belief that most school leaders are not doing enough to 
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enhance their skills because this has not traditionally been a topic of importance for school 
leaders or what they have been taught to believe as important. 
There is also a need for greater clarification on individual ability framed by school 
leadership skills for different levels of school leadership. It would appear that, similar to the 
lack of definition of what school leadership is, school leadership research has not yet defined 
a clear or unique skill set for different school leadership positions. Determining a clearer and 
perhaps more specific school leadership skill set for school leaders in different positions may 
help guide important support for each school leader in the future and the results sought 
through different leadership positions. It should be possible to improve student success when 
school leaders practice and improve a set of skills tuned specifically to that level of 
leadership.  
Research Questions 
• What is the perceived skill ability level of a school or district leader at different 
school leadership levels? 
• What does a practicing school leader perceive as essential or non-essential skills from 
a defined set of skills? 
• How does the size of the district affect perceived skill ability level? 
• How does gender affect perceived skill ability level? 
• How does ethnicity affect perceived skill ability level? 
• How does longevity in a leadership position affect the perceived skill ability level? 
• How does age in the leadership position affect the perceived skill ability level? 
• How does the educational level affect the perceived skill ability level? 
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Hypothesis 
In order to answer the questions in the research, the following null hypotheses will be 
tested.  
Ho1a – There will be no difference in skill ability levels for school or district leaders 
at different school leadership job titles.  
Ho1b – There will be no difference in perception of a skill being essential or non-
essential.  
Ho1c – There will be no difference in skill ability levels for school or district leaders 
from different size districts. 
Ho1d There will be no difference in skill ability levels for school or district leaders 
based on gender. 
Ho1e There will be no difference in skill ability levels for school or district leaders 
based on ethnicity. 
Ho1f There will be no difference in skill ability levels for school or district leaders 
based on leadership longevity. 
Ho1g There will be no difference in skill ability levels for school or district leaders 
based on age. 
Ho1h There will be no difference in skill ability levels for school or district leaders 
based on educational attainment. 
The following beliefs will help to guide the research: 
1. School leaders can improve desired results if provided insight and training for a 
unique set of leadership skills. 
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2. School leaders will value personal skill growth when given the opportunity to reflect 
on a unique set of leadership skills. 
Purpose of the Study 
 The purpose of this chapter is to describe the methodology and procedures that were 
used in the completion of this study. The primary purpose of this study was to investigate 
whether any relationship existed between different variables of school leadership and a 
specific set of leadership skills. This included additional demographic data on the school 
leaders and basic information about the district in which they work. Different levels of school 
leaders should be capable of acknowledging and performing skills that are learned as that 
individual school leader changes from position to position or from years of practice.  
 “Skills” are defined as the “ability to use one’s knowledge effectively in execution or 
performance” (Merriam-Webster, 1984). Another definition of “skills” is the “learnt capacity 
or talent to carry out pre-determined results” (Gregory, 1987). Both definitions clearly 
indicate a focus on performance or results (Schmoker, 1999).  
 School leaders will be asked to reflect on current practice and choose a level of 
effectiveness or performance from a unique skill set.  
History and Theory 
 The history of school leadership includes multiple theories, political concepts, and 
business comparisons, all being introduced as new methods or models of how school leaders 
should confront challenges (Murphy, 2002). The idea of school leaders improving their skills 
can be countered with the argument of a continued lack of improved student or teacher 
performance. This lack of improvement should result in forcing school leaders to relearn 
their craft and improve their leadership skills through exploration and experimentation 
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(Combs et al., 1999). Some school leaders place the blame outside of themselves and onto 
societal ills (Economy, 2006). Some leave the profession (Saxe, 1980). Some school leaders 
will pursue more effective leadership skills based on a personal moral imperative, an inner 
drive, or a personal mission to make a difference in the lives of children (Fullan, 2003; 
Sergiovanni, 1992; Sizer & Sizer, 1999).  
 Effective school leadership is key in achieving the purposes of our schools (Fullan, 
2002; Hoerr, 2005; Leithwood et al., 2006). Many theories have been proposed describing 
the kinds of behaviors that make effective leadership possible. Some of these theories include 
a skills-based model (Mumford et al., 2000c), a reflective practitioner model (Mumford et al., 
2000b), social learning theory (Bandura, 2007), and activity theory (Vygotsky, 2007). These 
theories have a common focus on specific behavior patterns. Leadership cannot always be 
framed in terms of specific behaviors, but instead in terms of the capabilities, knowledge, and 
skills that make effective leadership possible. Effective school leadership skills depend upon 
the leader’s ability to work with and solve complex social problems (Mumford et al., 2000c). 
That is a learned approach. 
 A skills-based model of school leadership is based on the proposition that leadership, in 
the end result, relies on an individual’s ability to determine and implement solutions to 
complex social problems within the school setting. Solving problems leads to better student 
achievement, as the leader has the capacity for a balanced approach that includes process 
along with product (Reeves, 2009). Solving problems depends upon complex problem-
solving skills associated with identifying the problem, understanding the problem, and 
generating potential solutions to the problem. A skills-based model is supported through an 
understanding of individual capability in doing a task (performance), observing others in a 
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task (social skills), reflecting on a task (problem solving skills), and the interaction and 
understanding of people within a task (social judgment skills; Mumford et al., 2000c). 
 The skills-based model proposed by Mumford, Zaccaro, Harding, Jacobs, and 
Fleishman (2000) does not discount the importance of other views and instead may be seen 
to bring other models together for clarity. Within a skills-based model, skills are seen as 
developing as a function of the interaction with others, self, the activity, and the task. 
However, within a skills-based model, the development of skills has a more direct and 
immediate impact on school leadership performance than other theoretical models (Mumford 
et al., 2000b). 
 Bandura (2007) presented learning as occurring in two ways: by doing a task and by 
observing someone else performing or discussing a task. Social learning theory emphasizes 
the importance of observing and modeling the behaviors, attitudes, and emotional reactions 
of others. He stated that learning would be laborious and perhaps dangerous if people relied 
only on the outcomes of their own actions to inform them what to do. Social learning theory 
explains human behavior in terms of continuous reciprocal interaction between cognitive, 
behavioral, and environmental influences.  
 Vygotsky (2007) described learning as a connection between people in a socio-
cultural context where they act and interact in shared experiences to build an opportunity to 
understand those actions. Activity theory might be described as social life within a process of 
interactions between people and circumstances (Bennett et al., 2003).  
 Standard theories of learning are based on the proposition that the knowledge or skill 
to be acquired is itself stable and reasonably well defined and that there is a competent 
teacher who knows what is to be learned. In contrast, learning in the workplace is often 
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concerned with something that is not stable, nor easily defined or understood ahead of time. 
This is the learning involved in personal and organizational transformation and thus, it may 
be argued, it is an essential aspect of activity learning (Down, 2001).  
 Skills are best learned in a social context (Schön, 1983). The consequent reflection of 
that social performance based on feedback from others in context as well as on one’s own 
judgment helps to clarify the skills required for a specified result. Schön (1983) proposed that 
individuals must engage in reflective learning practices and inquiry to become successful 
leaders. Thus there is a duality to the role of researcher and participant that Schön calls the 
“reflective practicum” as a means of bridging the worlds of theory and practice.  
   Theories of leadership have not always seemed applicable to the practitioner, and a 
stronger integration of practice and theory is needed to help school leaders become more 
effective and skillful. The experiences school leaders have “where skills can be observed” 
and ascertained from “what it looks like” and “what it feels like” can strengthen school 
leaders (Mumford et al., 2000c). The idea of skill building within a skills-based model may 
be helpful to bridge the gap between theory and practice. 
 A skills-based model proposes that leadership performance is based on three key 
types of skills, all of which are learned in different contexts: (1) problem-solving skills, (2) 
social skills, and (3) social judgment skills (Mumford et al., 2000b). By gaining a deeper 
understanding of these three contexts, school leaders will improve their perception and 
improve skill attainment.  
 Viable solutions to leadership problems are best when attached to the context of the 
organization. Thus, school leaders must go outside of themselves to determine the potential 
solution within the organizational context. This approach may offer new insights into the 
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work of building individual school leadership skills within the context of the organization 
and a skills-based model and may help to find a means to improve public school leadership 
for finding solutions for complex social issues. Leadership, in itself, is a complex form of 
social problem-solving.  
 This study frames a skill-based model for understanding school leader performance. 
Research Design 
 Descriptive research relies on quantitative data for a particular group of people. 
Descriptive research is important in education, as it is a type of quantitative research. A 
descriptive survey method, in the form of an online survey, was used to obtain data for this 
study. This design explored and described the impact of personal demographics, selected 
factors, and the perceptions of public school leaders on a unique set of leadership skills that 
pertain to the school leadership position. Charles (1988) stated that descriptive survey 
methods allow the researcher to describe the conditions, situations, and events of the present. 
These methods are used to observe and describe variables as they are distributed throughout a 
population. Descriptive research has also been defined by Haller and Kleine (2001) as 
research to provide clear and complete descriptions. It is concerned with conditions or 
relationships that exist; practices that prevail; beliefs, points of view, or attitudes that are 
held; processes that are going on; effects that are being felt; or trends that are developing. 
 Salant and Dillman (1994) said there are four main errors that should be addressed with 
survey research to yield accurate results: coverage error, sampling error, measurement error, 
and non-response error. These errors were eliminated or minimized in this study as follows. 
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Coverage Error 
Salant and Dillman (1994) defined coverage error as “occurring when the list or 
frame from which a sample is drawn does not include all elements of that population that 
researchers wish to study” (p. 16). The sample for this study was taken from school leaders 
throughout southeastern Michigan. The sample was selected from the Michigan Education 
Directory (Education, 2008). The sample focused on the schools within the county 
intermediate school districts, including Washtenaw, Monroe, Livingston, Lenawee, Jackson, 
and Hillsdale intermediate school districts. Within those six intermediate school districts 
were 55 school districts. Within those school districts there were 311 schools. In each of the 
school districts there was one superintendent, a variety of central office personnel, a principal 
in each building, and a variety of assistant principals depending on school size.  
Participants in the study represented a variety of school leader and district leader 
positions. The districts included (a) large districts (over 10,000 students), (b) medium 
districts (between 5,000 and 10,000 students), (c) small districts (between 1,000 and 5,000 
students), and (d) very small districts, (< 1,000 students). The leadership positions included 
but were not be limited to superintendents, assistant superintendents, curriculum directors, 
human resource directors, finance directors, special education directors, principals, assistant 
principals, and vice principals. School levels included but were not limited to high schools, 
middle schools, elementary schools, alternative schools, and specialty schools. 
 To make accurate comparisons across the different school leaders, locations, and 
conditions, it was necessary to have enough information on the informants to identify 
background and differences in job descriptions to determine the reliability of the information 
(Achilles et al., 1997; Spradley, 1979). 
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Sampling Error 
 “Sampling error occurs when researchers survey only a subset or sample of all people 
in the population instead of conducting a census” (Salant & Dillman, 1994, p. 17). The 
survey was sent to 349 school leaders. There were 159 visits to the survey, 123 completed 
surveys, and 17 partial surveys. The completed surveys constitute a 35% return. 
Measurement Error 
 Salant and Dillman (1994) define measurement error as “occurring when a 
respondent’s answer to a given question is inaccurate, imprecise, or cannot be compared in 
any useful way to other respondents answers” (p. 17). The email notification to complete the 
online survey helped reduce this error by giving the respondents time to answer the questions 
and allowing each person the ability to fill out the questionnaire without external influences. 
Measurement error was reduced by the use of monitoring the validity and reliability of the 
instrument.  
Non-Response Error 
 “Non-response error occurs when a significant number of people in the survey sample 
do not respond to the questionnaire and are different from those who do in a way that is 
important to the study” (Salant & Dillman, 1994, p. 20). The online survey program 
reminded individuals that their responses had not been received. The survey’s late responses 
and early responses have been compared for similarity and consistency to determine if non-
response error has occurred.  
Data Collection Procedure 
 A count of the school leaders in the six-county region provided a significant 
population for this study. Information from the population was gathered through an online 
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approach with the online survey. An email introduction and online introduction explaining 
the study asked the recipient to provide individual perceptions on a unique set of school 
leadership skills. An email reminder was sent one week and two weeks after the first release 
of the survey. Responses have been sorted, tabulated, and condensed into a spreadsheet for 
continuing study.  
Data Collection 
This study was designed to determine the level of perceived ability on the part of 
public school leaders for a specific set of school leadership skills within the context of their 
current public school leadership positions. Data collection and analysis used a process to 
ensure reliability and validity, known as testing the goodness of data (Sekaran, 2000). 
The data from the responses on the questionnaire have been compared using cross 
tabulation and chi-square and are presented as a contingency table in a matrix format. The 
contingency table describes the distribution of two or more variables from the survey. The 
data have been summarized and analyzed for trends and presented in tables where 
appropriate.  
 The Statistical Package for the Social Sciences (SPSS) was used to generate 
summaries of the survey data about school leaders’ skills. Cross-tabulation was used 
extensively to look for correlations between responses and the demographics of the groups of 
respondents. Inter-correlations between all pairs of items, based on the ratings of the 
respondents, have been reviewed. A Pearson's Chi Square test between the numbers of items 
for each of the categories was used to examine if the frequencies of the response from the 
questions are statistically different from one another and to test if the results may be due to 
chance or probability.  
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Role of the Researcher 
 Negotiating a space between practitioner and researcher may raise practical, ethical, 
and philosophical questions. According to Spradley (1979), there is a great advantage in the 
enculturation of a particular culture. It would be nearly impossible to perform an effective 
study of public school leadership skills without first being part of the experiences shared by 
those who have become public school leaders. A reflective researcher and a reflective 
practitioner cannot maintain distance from the experience of the practical application of 
leadership (Schön, 1987).  
 A background as a school leader and skill builder is an advantage. Without the 
knowledge of what should take place within the school setting and the demands of public 
school leadership to solve complex social issues, it may be nearly impossible to identify and 
support the validity of the answers from the descriptive survey method. According to Charles 
(1988), once one knows the core of the problem, one can begin to identify the cause or 
causes.  
Limitations and Assumptions 
 This study is limited by the lack of control for differences in public school leadership 
titles, responsibilities, and school or district culture. This study also is limited by the lack of 
control of a variety of external factors that may affect the perceived skill level by the 
respondents. Statistical techniques were used to minimize most of these effects. This study 
also is limited in the size of the sample.  
 For the purpose of this study, it was assumed that all public school leaders minimally 
had a master’s degree in leadership from a qualified university. The completed data proved 
this to be inaccurate, and each respondent minimally had a bachelor’s degree.  
  87
 Survey research is susceptible to social desirability bias. It does not appear that the 
respondents responded to survey items in a manner that reflects their “perceptions of 
educational norms rather than their own beliefs” (Baumann, Hoffman, Duffy-Hester, & Ro, 
2000).  
Research bias effect is a reality of educational research studies. The researcher’s 
previous experiences and knowledge have not affected the interpretation of available 
research literature and the analysis of data.  
Delimitations 
The following are delimitations identified for the study:  
1. Participants were public school leaders listed in the 2008 Michigan Education 
Directory for Washtenaw, Monroe, Hillsdale, Livingston, Lenawee, and Jackson 
Counties. 
2. Public school leaders and universities have not universally recognized the leadership 
skills in the survey as essential. 
3. The respondents’ motivation was difficult to assess and may have affected the 
number of responses. 
4. Other factors that affected the percentage of returned questionnaires included: 
a. Length of questionnaire. 
b. Complexity of the questions asked. 
c. Relative importance of the study to the potential respondent. 
d. Extent to which the respondent believed that his/her responses were 
important. 
e. Quality and design of the survey. 
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f. Time of year the survey was sent out. 
g. Email was used to notify the respondents of the questionnaire. 
5. The use of the online survey did not allow the researcher to observe verbal or non-
verbal behavior of the respondents. 
6. Delimitations on inferring attitude from expressed perceptions included: 
a. Individuals may hide their real ability and express socially or positional 
acceptable ability.  
b. Individuals may not really know or understand their personal perception of a 
skill. 
c. Individuals may not have considered the skill seriously. 
d. Individuals may be unable to assess their skill ability level until confronted in 
a real situation.  
e. Individuals may have answered questions with a lack of deep knowledge 
about the concept of skills. 
f. Individuals may have answered more knowledgeably to avoid the appearance 
of being unskilled. 
Questionnaire Design 
 Advantages to using a questionnaire (survey) were: 
• Economyusing a questionnaire reduced the expense and time involved in doing 
interviews. 
• Uniformity of questionseach respondent received the same set of questions phrased 
in exactly the same way.  
• Standardizationthe questions were highly structured, and the conditions under 
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which they were answered was controlled. 
 The research questionnaire was as good as the questions asked. The questionnaire 
design, therefore, was critical in the research process (Zikmund, 2000). The questionnaire 
focused upon the wording of the questions and the general appearance of the questionnaire 
(Sekaran, 2000). 
The instrument used in this research contained questions based on the work of Mike 
Mumford, Steve Zaccaro, Ed Fleishman, and Shane Connelly, who worked with the 
Management Research Institute and the Army Research Institute for the Behavioral and 
Social Sciences through the Small Business Innovation Research program to study leadership 
skills (Yammarino, 2000). The skills questions along with demographic questions pertaining 
to the public school leaders’ personal background were used to complete the questionnaire. 
 The following factors were considered during the development of the questionnaire 
used in this study: 
• The questionnaire used simple language to ensure that it would be easily understood 
by the respondents.  
• The purpose of each question was scrutinized to minimize unnecessary questions. 
• The length of the questions was kept as short as possible. 
• Each skill listed had a definition to help identify the meaning.   
• The questionnaire had a clear introduction to support the research. 
 The questionnaire asked each participant to complete the demographic question or 
provide a personal perception of an ability level for each listed skill. A four-point scale was 
used presenting a forced choice method. The questions ranged from 1 to 4: 1 (Basic Ability), 
2 (Emerging Ability), 3 (Working Ability), and 4 (Exceptional Ability). Each question also 
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had the potential of being answered with 5 (Not Essential). There was no neutral point in the 
scale, forcing the respondent to declare a perceived importance on personal engagement with 
the listed skill or to declare the skill as not essential. 
 The difficulty of the questionnaire was the need to limit the definition of the skills. 
The chosen skill set is unique from much of the literature of school leaders, and some 
difficulty in understanding the skill was expected. The questionnaire had a singular focus on 
a unique list of skills acquired from a skills-based model of leadership for finding solutions 
to complex social problems (Mumford et al., 2000b). The questionnaire and the focus for the 
research were based on a framework of problem solving skills, social judgment skills, and 
social skills. Each category of skills was broken down to a smaller set of skills, as indicated 
in Table 1.  
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Table 1  
Skill Categories 
Problem Solving Skills Social Judgment Skills Social Skills 
Problem Construction Time Frame of Goals Self-Reflectivity 
Information Encoding Attention to Restrictions Self-Objectivity 
Category Selection and 
Category Search 
Self-Oriented Goals Judgment Under 
Uncertainty 
Category Specification or 
Best Fitting Categories 
Organizational Goals Solution Fit 
Combination and 
Reorganization or 
Conceptual Combination 
Questions 
 Systems Perception 
Idea Evaluation  Systems Commitment 
Solution Implementation   
Solution Monitoring   
 
The unique skill set should be viewed as essential skills for public school leaders to 
solve complex social problems, and when used by school leaders these skills will lead to 
quality performance (Mumford et al., 2000b). Figure 3 provides a Leadership Perception 
Model that provides insights into the skill design. 
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 of Current 
Leadership Skills.
Problem Solving Skills
Social Judgment Skills
Social  Skills
Problem Solving
and 
Performance
 
 
Figure 3. Leadership Perception Model  
The questionnaire was extracted from a more complex model by Mumford et al. 
(2000a) and was focused on enlisting specific levels of personal perception about a unique 
set of skills. This questionnaire relied on the specific leadership skills that the researcher 
believed would produce effective school leader performance. 
 Narrowing potential leadership skills from a variety of authors to a particular or 
unique set of skills that supports an effective study presented an initial challenge. That 
challenge was met by using the model from Mumford et al. (2000a). This set of skills may 
not be all-inclusive or the final authority of a skill set. It is, however, a clearly definable set 
of skills that can be used for training, modeled, and replicated. 
 The leadership skills should, when applied, yield effective problem solving and thus 
yield improved performance. The ultimate goal of the research is to begin a frame for further 
study on the potentiality of practicing that unique set of skills with a view toward improved 
student achievement, which is the sought-after performance. Figure 4 shows the different 
influences on the unique set of skills and the desired effect of improved performance. 
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Figure 4. The Influences on School Leaders and Leadership Performance 
 It is important to note that this research focused on the use of skills. Even with the 
effective use of skills, there are other factors that influence the desired performance 
outcomes. It is also important to note that effective skill use is influenced by general 
cognitive abilities, crystallized cognitive abilities, motivation, and personality. This research, 
like the model above, is also affected by those factors in the perception of the respondents. 
Ethical Considerations  
 Maintaining the anonymity and confidentiality of participant involvement and 
perspectives was of prime concern and was accomplished. There was a responsibility to 
respect the “rights, needs, values and desires of the informants” (Creswell, 2003, p. 201). 
Simple number codes (known only to the investigator) were used to provide anonymity to the 
questionnaires, and a password-protected database was employed. The database and 
statistical program used for analysis have been stored on a separate hard drive and have been 
accessible only to the researcher. The questionnaires were submitted online, and results were 
downloaded and stored only on the hard drive accessible to the researcher. The questionnaire 
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was erased at the close of the data gathering. 
Instrumentation 
 An introduction explaining the study was included in the email and the online 
questionnaire, which asked the recipient to provide a simple response to a list of unique 
leadership skills. Respondents reported their demographic information, school information, 
and data from the instrument. These variables were coded quantitatively in the form of a 5-
point Likert-type scale. The survey introduced a unique list of skill-related questions 
modeled after techniques used by Zaccaro et al. (2000). The questions were formulated into a 
survey that inquired about public school leaders’ perceptions of current, personal skill ability 
for that unique skill set. The survey was reviewed through a pilot study and by faculty 
members at Eastern Michigan University to establish its content validity. Participants in the 
study were asked to rate their individual ability level on each of the items in the survey on the 
following rubric: 1 – basic ability, 2 – emerging ability, 3 – working ability, 4 – exceptional 
ability, and 5 – not essential. The rubric is presented in Table 2. Data were collected from the 
completed surveys.  
 Table 2 
Questionnaire for Skill Questions 
Basic Ability 
1 
Emerging 
Ability 
2 
Working Ability 
3 
Exceptional 
Ability 
4 
Not Essential 
5 
I understand the 
concept and skill 
and have done 
this at least 
once. I have 
basic evidence 
of my skill in 
this area. 
I can do this 
skill on most 
occasions. I 
have some 
evidence of my 
skill in this area. 
I use this skill 
regularly and 
have the ability 
to teach others 
how to do it. I 
have several 
examples of 
evidence. 
I do not know of 
anyone else who 
can do this 
better than I can. 
The evidence is 
clearly 
integrated into 
my work and 
knowledge. 
I do not believe 
this skill is 
essential for the 
job I perform. It 
may be helpful 
for others but it 
is not applicable 
for me in my 
current position. 
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 The survey also included questions about the demographic characteristics of each 
participant and his or her current leadership status. Responses were analyzed for reliable 
internal consistency through the use of Cronbach’s Alpha. This survey was a model of 
internal consistency, based on the average inter-item correlation. 
The unique skill set is framed from the work of Mike Mumford, Steve Zaccaro, Ed 
Fleishman, and Shane Connelly, who worked with the Management Research Institute and 
the Army Research Institute for the Behavioral and Social Sciences through the Small 
Business Innovation Research program to study leadership skills (Yammarino, 2000).  
 The survey questions had to be defined for appropriate responses to occur. These 
definitions come from the context of a series of articles published in The Leadership 
Quarterly that focused on leadership skills: 
1. “Leadership Skills for a Changing World: Solving Complex Social Problems” by 
Mumford, Zaccaro, Harding, Jacobs, and Fleishman (Mumford et al., 2000c). 
2. “Assessment of Leader Problem-solving Capabilities” by Zaccaro, Mumford, 
Connelly, Marks, and Gilbert (Zaccaro et al., 2000). 
3. “Exploring the Relationship of Leadership Skills and Knowledge to Leader 
Performance” by Connelly, Gilbert, Zaccaro, Threlfall, Marks, and Mumford 
(Connelly et al., 2000). 
4. “Development of Leadership Skills: Experience and Timing” by Mumford, Marks, 
Connelly, Zaccaro, and Reiter-Palmon (Mumford et al., 2000a). 
5. “Patterns of Leader Characteristics: Implications for Performance and Development” 
by Mumford, Zaccaro, Johnson, Diana, and Threlfall (Mumford et al., 2000d). 
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6. “Development and Evaluation of Cognitive and Metacognitive Measures for 
Predicting Leadership Potential” by Marshall-Mies, Fleishman, Martin, Zaccaro, 
Baughman, and McGee (Marshall-Mies et al., 2000). 
7. “Leadership Skills: Conclusions and Future Directions” by Zaccaro, Mumford, 
Connelly, and Marks (this article ties the research findings together; Mumford et al.). 
 The definitions were directed to the individual respondent with the intent to ascertain 
a clearly thought through response. The authors, in an intensive interview design, guided the 
original work from the series of articles just mentioned. In order to provide the best context 
for the design of the online survey, the wording of the survey was geared to elicit a response 
about the thinking of the subject at that point in time based on the subject’s personal 
understanding about leadership. 
 The following are the skills and the definitions in the survey. 
Problem Solving Skills Definitions 
• Problem ConstructionYou are capable of implementing a creative problem-solving 
effort based on a deep understanding of the problem facing your school or district. 
You know how to impose an effective structure for an ill-defined situation and 
identify the nature of the problem at hand, and you can effectively determine the type 
of goals, procedures, and information that should be considered to reach a creative 
solution. 
• Information EncodingYou identify, organize, and understand information and data 
to solve complex social problems. You convert data from a number of sources and 
inferences, identify key facts, and discount irrelevant facts. You know how to change 
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or work with distracting information and can work with others to solve discrepancies 
and inconsistent and incongruent facts. 
• Category Selection and Category SearchYou can determine and organize 
information into a variety of categories or concepts that will serve the organization. 
You can categorize the pertinent information you have gained. You construct your 
working concepts and potential solutions based on clearly defining where issues fit 
into solution-oriented, goal-setting, or ad hoc categories that will meet your solutions. 
• Category Specification or Best-Fit CategoriesYou organize your leadership 
activities for yourself and your staff into categories that bring coherence for the 
aligning of tasks and creating a degree of organization. You reorganize ideas, issues, 
and information into the correct category in order to solve complex issues. 
• Conceptual Combination ReorganizationYou reshape the ideas and intents of 
others through your expertise with analogies, metaphors, and construction of visual 
imagery. You help others to reorganize and reshape potential solutions through your 
professional and organizational experiences while eliminating irrelevancies and 
structural anomalies. 
• Idea EvaluationYou manipulate concepts and generate new ideas and problem-
solving activities through your leadership ability to answer complex problems based 
on prior execution of processes, mapping, visual imagery, information search, and 
structural principles. 
• Solution ImplementationYou can demonstrate effective communication, establish 
vision, and perform goal-setting while monitoring progress and motivating 
subordinates as you seek solution implementation. You are flexible in dealing with 
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others, and you adjust plans opportunistically as dictated by a changing social 
environment. 
• Solution MonitoringYou evaluate and re-evaluate the products and implementation 
of earlier steps in problem solving or the products involved with the conclusions of 
plans at later steps. You are aware of and sensitive to the consequences of your and 
others’ previous actions. 
Social Judgment Skills Definitions 
• Time Frame of GoalsYou can frame goals, actions, and processes with a time 
frame built on creative collaboration and interactions that are consistent in the 
different tasks. You set a clear time frame for addressing the most important problems 
and address the key information needed to solve the problem or complex social issue. 
• Attention to RestrictionsYou are aware of and competent with the restrictions of 
issues that may impinge on generating a viable solution. You pay attention to the 
other problems that need to be considered when addressing an issue. You pay 
attention to the consequences, the complexity of the consequences, and the positive 
and negative outcome sensitivity. You reflect on each person’s orientation to the 
gains and losses associated with the consequence. 
• Self-Oriented GoalsYou reflect on your and others’ individual desires and 
competencies in order to obtain positive judgments and avoid negative judgments. 
You have an idea of your personal career enhancement and consistently evaluate 
yourself and others for personal development. 
• Organizational GoalsYou pay attention to the organizational goals, the restrictions, 
the time span, realisms, complexity, and abstraction at all organizational levels. You 
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help to determine organizational goals or improve organizational performance while 
evaluating others and self with the organizational goals in mind. You are actively 
involved with developing yourself and others to reach the organizational goals. 
Social Skills Definitions 
• Self-ReflectivityYou are introspective and intuitive, with a good understanding of 
yourself and your abilities based on past experiences, successes, failures, and 
problems. You have the ability to learn from experiences and past mistakes and not 
repeat poor decisions. 
• Self-ObjectivityYou know and understand your strengths and weaknesses and you 
are able to work with or around them for the betterment of the organization and 
yourself. 
• Judgment Under UncertaintyYou make good decisions even when the conditions 
are ambiguous. You take appropriate actions when there is uncertainty on what 
actions to take. 
• Solution FitYou know how and when to find solutions that fit a given situation and 
are driven more by the effect that the solution will have than by the knowledge you 
have or do not have. 
• Systems PerceptionYou have a good understanding of others in social systems and 
are sensitive to the social needs of others. You have a good understanding of the goals 
and demands of the system and the people throughout the system at all social levels. 
• Systems CommitmentYou recognize each person's role in the broader social 
system and have the ability to pursue socially constructive goals that benefit 
individuals and the system. 
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Summary 
 The idea of “skills” may be defined as the “ability to use one’s knowledge effectively 
in execution or performance” (Merriam-Webster, 1984). Another definition of “skills” is the 
“learnt capacity or talent to carry out pre-determined results” (Gregory, 1987). Both 
definitions clearly indicate a focus on “performance” or “results” (Schmoker, 1999). School 
leaders were asked to reflect on their current practice and choose from a list of identified 
skills, then determine the extent the listed skills were used by the school leader to obtain a 
pre-determined performance or identified result.  
 The design of the study was simple, but the subject or idea is not. School leaders who 
normally come from the ranks of teachers most often approach the responsibilities of school 
leadership in a variety of ways according to personal background and training (Mumford et 
al., 2000c).  
 A skills-based model of school leadership presumes that there is or should be a 
unique set of skills that will help the school leader to be effective and achieve results. The 
research attempted to ascertain the level of perceived ability by a sample of current school 
leaders on a unique set of leadership skills. 
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Chapter IV: Findings 
 The primary purpose of this study was to investigate whether any relationship existed 
between different responsibilities and levels of school leadership and a specific set of 
leadership skills. The data collected included demographic data on the school leaders who 
took the survey and basic information about the school or district in which they worked. 
Different levels or responsibilities of school leaders should be capable of performing 
different skills depending on the leadership position and years of practice in leadership to 
develop expertise. Leaders with expertise should provide more attention to monitoring and 
managing their problem-solving activities; they draw more on their domain knowledge to 
build more effective representations of problems than do non-experts, and they create more 
complete, abstract, coherent, and functional problem representations (Ericsson et al., 2006). 
Survey invitations were sent to school leaders throughout southeastern Michigan. The 
sample was selected from the Michigan Education Directory (Education, 2008). The sample 
focused on the schools within the county intermediate school districts, including Washtenaw, 
Monroe, Livingston, Lenawee, Jackson, and Hillsdale intermediate school districts. Within 
those 6 intermediate school districts were 55 school districts. Within those school districts 
there were 311 schools. In each of the school districts there was one superintendent, different 
central office personnel, a principal in each building, and an assistant principal depending on 
school size. The survey was sent to 349 school leaders. There were 159 visits to the survey 
site, 123 complete surveys, and 17 partial surveys. The completed surveys constitute a 35% 
return. 
 Participants in the study represented a variety of school leader or district leader 
positions. District sizes included (1) large districts (over 10,000 students); (2) medium 
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districts (5,000–10,000 students); (3) small districts (2,000–5,000 students); and (4) very 
small districts (<1,000 students). The leadership responsibility positions included but were 
not limited to superintendents, assistant superintendents, directors (curriculum, human 
resources, special education), financial officers, principals, assistant principals, and teacher 
leaders. School levels included but were not limited to high school, middle school, 
elementary school, district level, county level, and other. The respondents also represented 
urban, rural, and suburban schools.  
Demographics of Survey Respondents 
 Table 3 provides an overview of the location of the school district geographic area of 
the respondents. The largest response from the survey came from the school leaders of rural 
schools, with 36.6% of the responses from that group. Overall the responses were well mixed 
and appropriate for the survey area. Many of the responding schools throughout southeastern 
Michigan were rural schools residing outside of major population areas.  
 Table 3 provides an overview of the location of the school districts of the 
respondents. The responses are well balanced. Respondents who left the school location 
blank will not be part of the continuing survey results. 
Table 3  
Location 
Location Frequency Percent Cumulative Percent 
Blank 2 1.6 1.6 
Urban 32 26.0 27.6 
Rural 45 36.6 64.2 
Suburban 44 35.8 100.0 
Total 123 100.0  
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Table 4 provides an overview of the size of the school districts of the respondents. The 
survey responses indicating the size of the districts in which the school leaders work were 
also well balanced, with smaller districts having the largest percent response but the  
small districts also making up the majority of the districts in the survey area. The response 
ratio is appropriate for the survey area. Respondents who left the school location blank will 
not be part of the continuing survey results. 
Table 4  
District Size 
District Size Frequency Percent Cumulative Percent 
Large District 20 16.3 16.3 
Medium District 20 16.3 32.5 
Small District 52 42.3 74.8 
Very Small District 31 25.2 100 
Total 123 100  
 
 Table 5 provides an overview of the size of the school buildings of some respondents. 
The respondents represented a variety of building sizes. District and county school leaders 
are not included in this view. This response is only for school leaders who work at the 
building level. The largest percent of responses come from the school leaders of very small 
building enrollment, equating appropriately to the number of small schools in the survey 
area. School size data will not be used as a continuing part of the survey results due to the 
number of missing responses. The missing responses are from the many district-level leaders. 
School size was a variable not needed for this study and will not be referred to again. 
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Table 5  
Building Size 
Building Size Frequency Percent Cumulative Percent 
Large Building Enrollment > 800 16 13.0 19.5 
Medium Building Enrollment 600 to 800 9 7.3 30.5 
Small Building Enrollment 400 to 600 26 21.1 62.2 
Very Small Building Enrollment <400 31 25.2 100.0 
Total 82 66.7  
Missing Responses 41 33.3  
Total 123 100.0  
 
 Table 6 provides an overview of the job level of the respondents. These levels may 
require different skills. The highest number of respondents represented the elementary level, 
and respondents at the district level were second. County level and other will not be used as a 
continuing part of this study. 
Table 6  
Job Level 
Job Level Frequency Percent Cumulative Percent 
Elementary Level 43 35.0 35.0 
Middle School Level 14 11.4 46.3 
High School Level 23 18.7 65.0 
District Level 38 30.9 95.9 
County Level 4 3.3 99.2 
Other 1 0.8 100.0 
Total 123 100.0  
 
 Table 7 provides an overview of the gender of the respondents. The demographics of 
the school leaders responding to the survey provide a good sample of the survey area. The 
gender breakdown of the respondents shows a balanced response.  
 
 
  105
Table 7  
Gender 
Response by Gender Frequency Percent Cumulative Percent 
Male 65 52.8 52.8 
Female 58 47.2 100.0 
Total 123 100.0  
 
 Table 8 provides an overview of the ethnicity of the respondents. The demographics 
of the ethnicity are not as representative of the survey area as the researcher would have 
liked, but there is some diversity in the survey responses. A very large percentage, 91.1% of 
the respondents, are Caucasian. While the majority of the survey area is Caucasian, other 
ethnicities are known to be represented in the survey area but did not return the survey. Due 
to the small number of Latino and Middle Eastern respondents, those variables will not 
continue to be used as part of this study. 
Table 8  
Ethnicity 
Ethnicity Frequency Percent Cumulative Percent 
African American 8 6.5 6.5 
Latino 1 0.8 7.3 
Caucasian 112 91.1 98.4 
Middle Eastern 2 1.6 100.0 
Total 123 100.0  
 
 Table 9 provides an overview of the job title of the respondents. The job title is a key 
piece of the survey, and the comparisons to skills by job title are important. The job titles are 
well balanced for the survey area. The single respondent as “Other” will not continue to be 
used as part of this study. The job title “Teacher Leader” was unexpected. 
 
  106
Table 9  
Job Title 
Job Title Frequency Percent Cumulative Percent 
Principal - Asst. 2 1.6 1.6 
Principal - EL 40 32.5 34.1 
Principal - MS 15 12.2 46.3 
Principal - HS 18 14.6 61.0 
Director 11 8.9 69.9 
Superintendent - Asst. 2 1.6 71.5 
Superintendent 28 22.8 94.3 
CFO / Business 2 1.6 95.9 
Teacher Leader 4 3.3 99.2 
Other 1 0.8 100.0 
Total 123 100.0  
 
 Table 10 provides an overview of the leadership years of each respondent. The survey 
asked responders for the number of years they have been in a school leadership position with 
a leadership title. The majority of responders are not new to the work of school leadership, 
with the vast majority of responders having more than 10 years of experience. Over 50% of 
the respondents have between 5 and 20 years in a leadership position.  
Table 10 
 Leadership Years 
Leadership Years Frequency Percent Cumulative Percent 
< 1 Year 4 3.2 3.4 
1 to 3 Years 9 7.3 11 
3 to 5 Years 9 7.3 18.6 
5 to 10 Years 28 22.6 42.4 
10 to 15 Years 30 24.2 67.8 
15 to 20 Years 16 12.9 81.4 
20 to 25 Years 8 6.5 88.1 
25 to 30 Years 6 4.8 93.2 
> 30 Years 8 6.5 100 
Total 118 95.2  
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 Table 11 provides an overview of the education of each respondent. The educational 
level of each of the responders is also a variable that can be taken into consideration. As 
expected, the majority of the respondents have a master’s degree. It was surprising to have a 
small percentage of responders with a bachelor’s degree. One third of the respondents have a 
degree beyond a master’s. 
Table 11 
Education 
Education Frequency Percent Cumulative Percent 
Bachelor’s 6 4.9 4.9 
Master’s 76 61.8 66.7 
Specialist 30 24.4 91.1 
Doctorate 11 8.9 100.0 
Total 123 100.0  
 
 Table 12 provides an overview of the best learning experience for each respondent. 
The survey asked the responders to identify the level of their career where the most gains 
were made for their learning the skills that have helped them to be effective as a school 
leader. This information will not be used at part of the study.  
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Table 12  
Best Learning Experience 
Best Learning Experience Frequency Percent Cumulative Percent 
Blank 7 5.7 5.7 
Principal - Asst. 6 4.9 10.6 
Principal - EL. 26 21.1 31.7 
Principal – MS 13 10.6 42.3 
Principal – HS 22 17.9 60.2 
Director 12 9.8 69.9 
Superintendent - Asst. 3 2.4 72.4 
Superintendent 12 9.8 82.1 
CFO / Business 1 0.8 82.9 
Teacher Leader 11 8.9 91.9 
Other 10 8.1 100.0 
Total 123 100.0  
 
 Table 13 provides an overview of the age range of each respondent. The majority of 
the respondents are over 50 years of age. This fact alone has implications on the finding of 
the research. 
Table 13  
Age Range 
Age Range Frequency Percent Cumulative Percent 
25 to 29 2 1.6 1.7 
30 to 34 4 3.3 5 
35 to 39 15 12.2 17.5 
40 to 44 22 17.9 35.8 
45 to 49 10 8.1 44.2 
50 to 54 23 18.7 63.3 
55 to 59 26 21.1 85 
60 to 64 16 13 98.3 
65 and Up 2 1.6 100 
Total 120 97.6  
Missing 3 2.4  
Total 123 100  
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Analysis of Data 
 The following analysis uses Crosstabs as a procedure to cross-tabulate two variables 
and displays their relationship in tabular form. Crosstabs generates information about 
bivariate relationships. The Crosstabs report shows the relationship between two or more 
survey questions. It will uncover new survey relationship insights and show how different 
groups of survey respondents answer questions. It also represents the grouping of survey 
responses into each possible pairing of the answers to the survey questions.  
 The purpose of the analysis is to answer the following questions: 
• What is the perceived skill ability level of a school or district leader at different 
school leadership levels? 
• What does a practicing school leader perceive as essential or non-essential skills from 
a defined set of leadership skills? 
• How does the size of the district affect perceived skill ability level? 
• How does gender affect perceived skill ability level? 
• How does ethnicity affect perceived skill ability level? 
• How does longevity in a leadership position affect the perceived skill ability level? 
• How does age in the leadership position affect the perceived skill ability level? 
• How does the educational level affect the perceived skill ability level? 
Comparisons within Demographics 
 Table 14 provides a comparison within the demographics and helps to identify the 
respondents by gender and job title. A large percentage of elementary school principals are 
female, and a large percentage of superintendents are male. Other comparisons are much 
closer by percentage. 
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Table 14  
Gender by Job Title 
Position Male Female 
Teacher Leader 3.10% 3.40% 
Asst. Principal 1.50% 1.70% 
Principal – EL 15.40% 51.70% 
Principal – MS 12.30% 12.10% 
Principal – HS 18.50% 12.10% 
Director 7.70% 6.90% 
CFO/Business 0.00% 1.70% 
Asst. Superintendent 3.10% 3.40% 
Superintendent 35.40% 6.90% 
Total 100.00% 100.00% 
 
 Table 15 provides a comparison of ethnicity and job title. A large percentage of the 
high school principals are African American, and a large percentage of the elementary 
principals are Caucasian. A larger percentage of superintendents are Caucasian.  
Table 15 
Ethnicity by Job Title 
Job Title African American Caucasian 
Teacher Leader 0% 4% 
Asst. Principal 0% 2% 
Principal - EL 25% 33% 
Principal - MS 25% 12% 
Principal - HS 38% 14% 
Director 0% 8% 
CFO/Business 0% 1% 
Asst. Superintendent 0% 4% 
Superintendent 13% 22% 
Total 100% 100% 
 
 Table 16 provides a comparison of education and job title. A higher percentage of 
elementary principals have a specialist degree, and a higher percentage of high school 
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principals have a master’s degree. A higher percentage of teacher leaders have a bachelor’s 
degree, and a high percentage of superintendents have a doctoral degree. 
Table 16  
Education by Job Title 
Job Title Bachelor’s Master’s Specialist Doctorate 
Teacher Leader 33.3% 2.6% 0.0% 0.0% 
Asst. Principal 0.0% 2.6% 0.0% 0.0% 
Principal - EL 0.0% 32.9% 46.7% 9.1% 
Principal - MS 16.7% 14.5% 6.7% 9.1% 
Principal - HS 16.7% 19.7% 10.0% 0.0% 
Director 16.7% 6.6% 10.0% 0.0% 
CFO/Business 0.0% 1.3% 0.0% 0.0% 
Asst. Superintendent 16.7% 2.6% 0.0% 9.1% 
Superintendent 0.0% 15.8% 26.7% 63.6% 
Total 100.0% 100.0% 100.0% 100.0% 
 
 Table 17 provides a comparison of age range and job title. Age range does not appear 
to have a bearing on the position of elementary principal, middle school principal, or high 
school principal. Age range does appear to be a factor for the position of assistant 
superintendent and superintendent. Teacher leader age is significant because the full 
percentage is contained in the “25 to 29” age range.  
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Table 17  
Age Range by Job Title 
Job Title 25 to 29 30 to 34 35 to 39 40 to 44 45 to 49 50 to 54 55 to 59 60 to 64 65 and Up 
Teacher Leader 100.0% 0.0% 0.0% 4.3% 10.0% 0.0% 0.0% 0.0% 0.0% 
Asst. Principal 0.0% 25.0% 6.7% 0.0% 0.0% 0.0% 0.0% 0.0% 0.0% 
Principal – EL 0.0% 0.0% 20.0% 26.1% 50.0% 34.8% 38.5% 37.5% 0.0% 
Principal – MS 0.0% 25.0% 20.0% 21.7% 20.0% 4.3% 3.8% 12.5% 0.0% 
Principal – HS 0.0% 25.0% 13.3% 26.1% 0.0% 26.1% 7.7% 12.5% 0.0% 
Director 0.0% 0.0% 6.7% 8.7% 0.0% 13.0% 11.5% 0.0% 0.0% 
CFO/Business 0.0% 0.0% 0.0% 4.3% 0.0% 0.0% 0.0% 0.0% 0.0% 
Asst. Superintendent 0.0% 0.0% 0.0% 0.0% 0.0% 4.3% 7.7% 6.3% 0.0% 
Superintendent 0.0% 25.0% 26.7% 8.7% 20.0% 17.4% 30.8% 25.0% 100.0% 
Total 100.0% 100.0% 100.0% 100.0% 100.0% 100.0% 100.0% 100.0% 100.0% 
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Review of Skills  
 The beliefs guiding the research help to frame each of the skills.  
1. School leaders can improve desired results if provided insight and training for a 
unique set of leadership skills. 
2. School leaders will value personal skill growth when given the opportunity to reflect 
on a unique set of leadership skills. 
The review of the skills provides insight into current understanding and feelings about 
a particular skill. The results of the survey help to frame the opportunity to reflect on the 
unique set of leadership skills but do not at this time provide a means for additional insight 
beyond that of a reflective practice. There is no measurement for the reflective component of 
the skill survey.  
Questions 13 through 20 on the survey instrument deal with problem-solving skills. 
Problem-solving skills are associated with identifying the problems, understanding the 
problems, and generating potential solutions to the problems. Problem-solving skills include, 
as argued by Mumford et al. (2000d), identifying the problem, understanding what the 
problem is and how it is affecting the organization, and identifying solutions to the problem. 
These skills are critical to being able to solve organizational problems creatively. Further, 
Mumford et al. indicate that these skills are all trainable among young leaders and grow as 
leaders’ knowledge and experience increase. 
Questions 21 through 24 on the survey instrument deal with social judgment skills. 
Social judgment skills are associated with goal setting, goal restrictions, and self-orientation 
to personal and organizational goals. Social judgment skills are needed because the problems 
that leaders encounter will be in a primarily social context. Thus, Mumford and his 
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colleagues argue the need for leaders to have good social judgment skills. Several such skills 
have been identified; all seem to be related to wisdom. These skills include self-objectivity, 
self-reflection, systems perception, awareness of solution fit, judgment under uncertain 
conditions, and systems commitment (Mumford et al., 2000d). Additionally, “identification 
of restrictions, analysis of downstream consequences, coordination of multiple activities, and 
sensitivity to relevant goals” (Mumford et al., 2000d, p. 19) are some of the skills necessary 
for leaders to portray good judgment. 
 Questions 25 through 30 on the survey instrument deal with social skills. Social skills 
are associated with motivating and directing others during solution implementation. Social 
skills are also associated with the refinement of potential solutions and the creation of 
implementation frameworks within a complex organizational setting (Mumford et al., 
2000d). General social skills are also necessary to motivate subordinates to work together to 
implement the leaders’ intended solution. These skills, Mumford and his colleagues argue, 
include marshalling support, communicating, guiding subordinates, motivating others, social 
perceptiveness, behavioral flexibility, persuasion, negotiation, conflict management, and 
coaching. Leaders must be able to get along with others, work with others, and ensure that 
others are able to perform at the necessary levels. 
 Questions 13 through 30 on the survey were directly related to the skills that the 
author believes every school leader should possess.  
 The following data will show each question or skill analyzed or compared to the 
following: 
a. Frequency of response 
b. Comparison by current job title 
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c. Comparison by leadership years 
d. Comparison by gender 
e. Comparison by ethnicity 
f. Comparison by age 
g. Comparison by education 
h. Comparison by district size 
 An overview of the data will be provided to help bring better focus to each skill 
question.  
 Problem-Solving Skills 
School leadership in any given organization can be viewed as large-scale problem-
solving. Leaders must construct the nature of the organizational problems; develop and 
evaluate potential solutions; and plan, implement, and monitor solutions within the complex 
social structure (Zaccaro et al., 1995). In problem-focused cognition, school leaders are 
working to solve difficult and ill-defined problems. These problems cannot be solved with 
simple solutions; the problems must be reshaped and reformed to generate new solutions. 
These skills involve creative problem solving and influence the performance of the leader 
and organization. 
Questions 13 through 20 
All the questions ask the respondents to determine their level of skill ability based on 
a description of the skill. The first skill-based question is worded as follows: 
Question 13: Problem ConstructionYou are capable of implementing a 
creative problem-solving effort based on a deep understanding of the problem 
facing your school or district. You know how to impose an effective structure 
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for an ill-defined situation, identify the nature of the problem at hand, and you 
can effectively determine the type of goals, procedures, and information that 
should be considered to reach a creative solution. 
 Within an understanding of leadership behavior are processes that should be 
indicative of effective school leaders. Included among these processes are problem 
construction and solution generation, which include the processes and behaviors of 
information acquisition and organization, the specification of group and organizational needs, 
and the planning and development of strategic responses (Crawford, 2003).  
 Complex problems often have a good amount of ambiguity attached to them. The 
world of school leaders is fraught with problems where time is short and the demands are 
high. School leaders do not normally have the time or luxury of analytically working through 
all the options attached to a real-world problem. Instead, they must generate solutions to 
problems while the temperature rises. Solutions may be extemporaneous and partial while 
applying well-practiced general applications (Mumford et al., 2000).  
 Problem construction as a skill for school leadership indicates that the individual has 
the capacity to deeply understand a problem in a short period of time and the leader can 
construct the frame of the problem from the few facts that the leader has at a single point in 
time. It is nearly impossible to solve a problem when the leader responsible for the solution 
does not adequately define the problem. Thus, defining the problem from the information 
available at a specific point in time is a skill that the school leader should have or develop. 
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Table 18  
Problem Construction by Skill Level 
Skill Level Frequency Percent Cumulative Percent 
No Answer 1 0.8 0.8 
Basic Ability 8 6.5 7.3 
Emerging Ability 17 13.8 21.1 
Working Ability 70 56.9 78 
Exceptional Ability 27 22 100 
Total 123 100  
 
 Looking at problem construction by job title indicates that a working ability is the 
primary response for elementary principals, high school principals, directors, and 
superintendents. Assistant superintendents and superintendents both have 100% of their 
answers between working and exceptional ability. This is an important difference.  
Table 19  
Problem Construction by Job Title 
Job Title 
No 
Answer 
Basic 
Ability 
Emerging 
Ability 
Working 
Ability 
Exceptional 
Ability Total 
Teacher Leader 100.0% 0.0% 5.9% 2.9% 0.0% 3.3% 
Asst. Principal 0.0% 25.0% 0.0% 0.0% 0.0% 1.6% 
Principal - EL 0.0% 37.5% 29.4% 35.7% 25.9% 32.5% 
Principal - MS 0.0% 12.5% 23.5% 7.1% 18.5% 12.2% 
Principal - HS 0.0% 12.5% 23.5% 17.1% 7.4% 15.4% 
Director 0.0% 12.5% 11.8% 8.6% 0.0% 7.3% 
CFO/Business 0.0% 0.0% 5.9% 0.0% 0.0% 0.8% 
Asst. Superintendent 0.0% 0.0% 0.0% 2.9% 7.4% 3.3% 
Superintendent 0.0% 0.0% 0.0% 24.3% 37.0% 22.0% 
Total 0.0% 0.0% 0.0% 1.4% 3.7% 1.6% 
 
 The null has been disproved, and the findings were significant; X2 (36, N=123) = 
87.86, p = .000 
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 Based on descriptive statistics, the longer the school leader has been involved with 
leadership, the more the respondent feels his or her ability level is high. The 15- to 25-year 
school leadership range has the highest number of respondents who see their ability level as 
exceptional. Time in leadership may provide more practice with problem construction. It is 
of interest that the majority of the respondents with more than 30 years of leadership do not 
see themselves as exceptional. It is also important to note that working ability is the overall 
preference.  
Table 20 
Problem Construction by Leadership Years 
Leadership Years 
No 
Answer 
Basic 
Ability 
Emerging 
Ability 
Working 
Ability 
Exceptional 
Ability Total 
< 1 Year 25.0% 0.0% 0.0% 75.0% 0.0% 100.0% 
1 to 3 Years 0.0% 33.3% 33.3% 33.3% 0.0% 100.0% 
3 to 5 Years 0.0% 0.0% 22.2% 66.7% 11.1% 100.0% 
5 to 10 Years 0.0% 10.7% 17.9% 50.0% 21.4% 100.0% 
10 to 15 Years 0.0% 3.3% 10.0% 63.3% 23.3% 100.0% 
15 to 20 Years 0.0% 0.0% 6.3% 56.3% 37.5% 100.0% 
20 to 25 Years 0.0% 0.0% 12.5% 50.0% 37.5% 100.0% 
25 to 30 Years 0.0% 16.7% 16.7% 33.3% 33.3% 100.0% 
> 30 Years 0.0% 0.0% 0.0% 75.0% 25.0% 100.0% 
Total 0.8% 6.8% 13.6% 55.9% 22.9% 100.0% 
 
 The null has not been disproved, and the findings were not significant; X2 (28, 
N=123) = 22.45, p = .760 
 There does appear to be a small difference in the ability level by gender. Male school 
leaders have higher numbers at the exceptional ability level. The males have 81.6% at the 
highest two levels, while the females have 75.8% at the same levels.   
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Table 21  
Problem Construction by Gender 
Gender 
No 
Answer 
Basic 
Ability 
Emerging 
Ability 
Working 
Ability 
Exceptional 
Ability Total 
Male 1.5% 4.6% 12.3% 55.4% 26.2% 100.0% 
Female 0.0% 8.6% 15.5% 58.6% 17.2% 100.0% 
Total 0.8% 6.5% 13.8% 56.9% 22.0% 100.0% 
 
 While the actual respondent numbers for different ethnicities is low, the African 
American respondents did list themselves as more skilled in problem construction than their 
Caucasian counterparts. This is a trend that was observed in almost all questions. 
Table 22  
Problem Construction by Ethnicity 
Ethnicity 
No 
Answer 
Basic 
Ability 
Emerging 
Ability 
Working 
Ability 
Exceptional 
Ability Total 
African American 0.0% 0.0% 25.0% 37.5% 37.5% 100.0% 
Caucasian 0.9% 7.1% 13.4% 58.0% 20.5% 100.0% 
Total 0.8% 6.5% 13.8% 56.9% 22.0% 100.0% 
 
 A comparison by age reveals that older respondents move toward the higher range of 
ability in problem construction. This may be due to the opportunity for more practice, which 
would be backed up by the research of Ericsson (2005). This also coincides with the age of 
the superintendents and assistant superintendents.  
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Table 23  
Problem Construction by Age Range 
Age Range 
No 
Answer 
Basic 
Ability 
Emerging 
Ability 
Working 
Ability 
Exceptional 
Ability Total 
25 to 29 50.0% 0.0% 50.0% 0.0% 0.0% 100.0% 
30 to 34 0.0% 25.0% 0.0% 50.0% 25.0% 100.0% 
35 to 39 0.0% 20.0% 13.3% 53.3% 13.3% 100.0% 
40 to 44 0.0% 4.5% 27.3% 54.5% 13.6% 100.0% 
45 to 49 0.0% 10.0% 20.0% 60.0% 10.0% 100.0% 
50 to 54 0.0% 0.0% 4.3% 60.9% 34.8% 100.0% 
55 to 59 0.0% 0.0% 7.7% 61.5% 30.8% 100.0% 
60 to 64 0.0% 6.3% 12.5% 62.5% 18.8% 100.0% 
65 and up 0.0% 0.0% 0.0% 50.0% 50.0% 100.0% 
Total 0.8% 5.8% 13.3% 57.5% 22.5% 100.0% 
 
 A comparison by educational background seems to indicate that the higher the level 
of education, the more the respondent answers at the higher level of ability in problem 
construction. This is important to understand what impact education has on the skill 
attainment of school leaders and if the continuation of advanced degrees helps in the 
attainment of leadership skills.  
Table 24  
Problem Construction by Education 
Education 
No 
Answer 
Basic 
Ability 
Emerging 
Ability 
Working 
Ability 
Exceptional 
Ability Total 
Bachelor’s 16.7% 16.7% 16.7% 33.3% 16.7% 100.0% 
Master’s 0.0% 6.6% 11.8% 64.5% 17.1% 100.0% 
Specialist 0.0% 6.7% 23.3% 43.3% 26.7% 100.0% 
Doctorate 0.0% 0.0% 0.0% 54.5% 45.5% 100.0% 
Total 0.8% 6.5% 13.8% 56.9% 22.0% 100.0% 
 
 A comparison by district size shows that medium districts have more leaders with 
exceptional ability in problem construction, but the very small districts have more leaders at 
the upper two levels of self-evaluated ability ranking.  
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Table 25  
Problem Construction by District Size 
District Size 
No 
Answer 
Basic 
Ability 
Emerging 
Ability 
Working 
Ability 
Exceptional 
Ability Total 
Large District 0.00% 5.00% 10.00% 60.00% 25.00% 100.00% 
Medium District 0.00% 10.00% 15.00% 35.00% 40.00% 100.00% 
Small District 1.90% 5.80% 19.20% 59.60% 13.50% 100.00% 
Very Small 
District 0.00% 6.50% 6.50% 64.50% 22.60% 100.00% 
Total 0.80% 6.50% 13.80% 56.90% 22.00% 100.00% 
 
Question 14 is still in the category of problem-solving skills. Getting and giving 
information is consistently part of all leadership positions. The second skill-based question is 
worded as follows: 
Question 14: Information EncodingYou identify, organize, and understand 
information and data to solve complex social problems. You convert data 
from a number of sources and inferences, identify key facts, and discount 
irrelevant facts. You know how to change or work with distracting 
information and can work with others to solve discrepancies, inconsistent and 
incongruent facts.  
 School leaders must manage the various forms of data available at any point in time 
and cross-reference that data by converting them to inferences with meaning. Making 
decisions without the data is ineffective and can lead to terrible results. Therefore, good 
school leaders solve complex problems by organizing data so they can be used for making 
the right decisions.  
 Complex problems are consistently surrounded with large and small amounts of 
information and data. Determining the data and information that will lead to solving complex 
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problems while eliminating the data and information that detract from the solution is an 
essential skill for school leaders. Like most of the responses to other questions, working 
ability has the highest percent of responses.  
Table 26  
Information Encoding by Response 
Response Frequency Percent Cumulative Percent 
No Answer 4 3.3 3.3 
Basic Ability 4 3.3 6.5 
Emerging Ability 30 24.4 30.9 
Working Ability 68 55.3 86.2 
Exceptional Ability 17 13.8 100 
Total 123 100  
 
 The role of the superintendent is the only respondent position where all the answers 
are in the top two levels of ability. While the majority of respondents reflected on the 
question and signified a working ability, there is a wider range of responses and more 
individuals recognized a basic or emerging ability than in the previous skill and later skill 
questions.  
Table 27  
Information Encoding by Job Title 
Job Title 
No 
Answer 
Basic 
Ability 
Emerging 
Ability 
Working 
Ability 
Exceptional 
Ability Total 
Teacher Leader 25.0% 0.0% 25.0% 50.0% 0.0% 100.0% 
Asst. Principal 0.0% 50.0% 50.0% 0.0% 0.0% 100.0% 
Principal - EL 2.5% 5.0% 25.0% 52.5% 15.0% 100.0% 
Principal - MS 0.0% 0.0% 53.3% 33.3% 13.3% 100.0% 
Principal - HS 5.3% 5.3% 31.6% 42.1% 15.8% 100.0% 
Director 11.1% 0.0% 22.2% 55.6% 11.1% 100.0% 
CFO/Business 0.0% 0.0% 0.0% 100.0% 0.0% 100.0% 
Asst. Superintendent 0.0% 0.0% 25.0% 25.0% 50.0% 100.0% 
Superintendent 0.0% 0.0% 0.0% 88.9% 11.1% 100.0% 
Total 3.3% 3.3% 24.4% 55.3% 13.8% 100.0% 
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 The “years of leadership” determination by the respondents shows that school leaders 
who have been in the position between 10 and 15 years believe they have the best perception 
of their skill with information encoding. It may be of interest whether some respondents 
reflected on encoding to be associated with technology. It may be that the respondents with 
the highest number of years of experience were not trained in data and use another set of 
skills to make decisions. Leaders with little experience would be learning skills and might 
not have the practice needed to have a working ability. Younger leaders are often working 
through the basics of the work assigned and may not have come across enough of a need for 
encoding of data.  
Table 28  
Information Encoding by Leadership Years 
Leadership Years 
No 
Answer 
Basic 
Ability 
Emerging 
Ability 
Working 
Ability 
Exceptional 
Ability Total 
< 1 Year 25.0% 0.0% 25.0% 50.0% 0.0% 100.0% 
1 to 3 Years 0.0% 11.1% 66.7% 22.2% 0.0% 100.0% 
3 to 5 Years 11.1% 0.0% 11.1% 66.7% 11.1% 100.0% 
5 to 10 Years 0.0% 7.1% 25.0% 57.1% 10.7% 100.0% 
10 to 15 Years 0.0% 0.0% 20.0% 53.3% 26.7% 100.0% 
15 to 20 Years 0.0% 0.0% 31.3% 43.8% 25.0% 100.0% 
20 to 25 Years 0.0% 12.5% 0.0% 87.5% 0.0% 100.0% 
25 to 30 Years 16.7% 0.0% 0.0% 83.3% 0.0% 100.0% 
> 30 Years 12.5% 0.0% 12.5% 62.5% 12.5% 100.0% 
Total 3.4% 3.4% 22.9% 55.9% 14.4% 100.0% 
 
 There is no distinctive difference between the genders in relation to information 
encoding. Both genders are closely aligned, making it insignificant for understanding this 
leadership skill and gender differences. 
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Table 29  
Information Encoding by Gender 
Gender 
No 
Answer 
Basic 
Ability 
Emerging 
Ability 
Working 
Ability 
Exceptional 
Ability Total 
Male 4.6% 3.1% 23.1% 52.3% 16.9% 100.0% 
Female 1.7% 3.4% 25.9% 58.6% 10.3% 100.0% 
Total 3.3% 3.3% 24.4% 55.3% 13.8% 100.0% 
 
 Differences by ethnicity show a higher degree of certainty of skill level by African 
American respondents. This continues as a pattern throughout the survey. The range of 
ability by Caucasian respondents is reflective of the many different positions, but with most 
having a working ability or above.  
Table 30  
Information Encoding by Ethnicity 
Ethnicity 
No 
Answer 
Basic 
Ability 
Emerging 
Ability 
Working 
Ability 
Exceptional 
Ability Total 
African American 0.0% 0.0% 25.0% 50.0% 25.0% 100.0% 
Caucasian 3.6% 3.6% 23.2% 56.3% 13.4% 100.0% 
Total 3.3% 3.3% 24.4% 55.3% 13.8% 100.0% 
 
 With regard to the factor of age, the majority of respondents reported having a 
working ability, but it is interesting to note the larger percentages of respondents in the lower 
age ranges who describe themselves with lower ability levels. It is also noteworthy that many 
of the “50 to 54” age range respondents put themselves at the exceptional ability level.  
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Table 31  
Information Encoding by Age Range 
Age Range 
No 
Answer 
Basic 
Ability 
Emerging 
Ability 
Working 
Ability 
Exceptional 
Ability Total 
25 to 29 50.0% 0.0% 0.0% 50.0% 0.0% 100.0% 
30 to 34 0.0% 0.0% 50.0% 25.0% 25.0% 100.0% 
35 to 39 0.0% 6.7% 46.7% 46.7% 0.0% 100.0% 
40 to 44 0.0% 4.5% 18.2% 59.1% 18.2% 100.0% 
45 to 49 0.0% 10.0% 30.0% 50.0% 10.0% 100.0% 
50 to 54 4.3% 0.0% 13.0% 56.5% 26.1% 100.0% 
55 to 59 3.8% 0.0% 26.9% 53.8% 15.4% 100.0% 
60 to 64 0.0% 6.3% 18.8% 68.8% 6.3% 100.0% 
65 and up 0.0% 0.0% 0.0% 100.0% 0.0% 100.0% 
Total 2.5% 3.3% 24.2% 55.8% 14.2% 100.0% 
 
 The difference in respondent ability by educational background shows that the higher 
the level of degree earned, the more comfort with this specific skill. This factor alone has 
strong implications for the training of leaders. It is important to note that individuals with a 
bachelor’s degree have the most varied of ability levels.  
Table 32  
Information Encoding by Education 
Education 
No 
Answer 
Basic 
Ability 
Emerging 
Ability 
Working 
Ability 
Exceptional 
Ability Total 
Bachelor’s 16.7% 16.7% 16.7% 33.3% 16.7% 100.0% 
Master’s 1.3% 2.6% 31.6% 50.0% 14.5% 100.0% 
Specialist 6.7% 3.3% 10.0% 66.7% 13.3% 100.0% 
Doctorate 0.0% 0.0% 18.2% 72.7% 9.1% 100.0% 
Total 3.3% 3.3% 24.4% 55.3% 13.8% 100.0% 
 
 Respondents from large districts have the highest self-reported levels of skill for 
information encoding. This is followed by very small districts, medium districts, and finally 
by small districts. It is possible that respondents from large districts have more information 
that must be encoded in order to make leadership decisions.  
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Table 33  
Information Encoding by District Size 
District Size 
No 
Answer 
Basic 
Ability 
Emerging 
Ability 
Working 
Ability 
Exceptional 
Ability Total 
Large District 0.0% 10.0% 10.0% 65.0% 15.0% 100.0% 
Medium District 5.0% 0.0% 25.0% 50.0% 20.0% 100.0% 
Small District 5.8% 1.9% 28.8% 55.8% 7.7% 100.0% 
Very Small District 0.0% 3.2% 25.8% 51.6% 19.4% 100.0% 
Total 3.3% 3.3% 24.4% 55.3% 13.8% 100.0% 
 
Question 15 pertains to the individual’s ability to put information and data into a 
category that relates to other information or data.  
Question 15: Category Selection and Category SearchYou can determine 
and organize information into a variety of categories or concepts that will 
serve the organization. You can categorize the pertinent information you have 
gained. You construct your working concepts and potential solutions based on 
clearly defining where issues fit into solution oriented, goal setting, or ad hoc 
categories that will meet your solutions. 
 The concept of category selection is helpful for finding solutions to complex 
problems, finding new solutions, or having new ideas. This skill, like the previous two skills, 
aids in the production of high-quality, original solutions (Mumford et al., 2000). It is the skill 
of selecting a set of categories or concepts to provide a basis for subsequent reorganization of 
information.  
 This is the first time some respondents indicated in their answers that it is not an 
essential skill. It is important to note that there are two respondents making that statement.  
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Table 34  
Category Selection by Response 
Category Selection Frequency Percent Cumulative Percent 
No Answer 1 0.8 0.8 
Basic Ability 8 6.5 7.3 
Emerging Ability 20 16.3 23.6 
Working Ability 72 58.5 82.1 
Exceptional Ability 20 16.3 98.4 
Not Essential 2 1.6 100 
Total 123 100  
 
 There is no consistency in the respondents’ answer of “not essential” to this skill. It is 
also noted that there are fewer respondents indicating an exceptional ability than for the 
previous two questions. There is more variety in the responses. It is possible that this skill is 
harder for many of the respondents to understand or to have seen modeled by others.  
Table 35  
Category Selection by Job Title 
Job Title 
No 
Answer 
Basic 
Ability 
Emerging 
Ability 
Working 
Ability 
Exceptional 
Ability 
Not 
Essential Total 
Other 0.0% 0.0% 50.0% 50.0% 0.0% 0.0% 100.0% 
Teacher Leader 25.0% 0.0% 0.0% 50.0% 25.0% 0.0% 100.0% 
Asst. Principal 0.0% 50.0% 0.0% 50.0% 0.0% 0.0% 100.0% 
Principal - EL 0.0% 7.5% 10.0% 70.0% 12.5% 0.0% 100.0% 
Principal - MS 0.0% 13.3% 13.3% 66.7% 0.0% 6.7% 100.0% 
Principal - HS 0.0% 5.3% 26.3% 47.4% 21.1% 0.0% 100.0% 
Director 0.0% 11.1% 33.3% 44.4% 11.1% 0.0% 100.0% 
CFO/Business 0.0% 0.0% 100.0% 0.0% 0.0% 0.0% 100.0% 
Asst. 
Superintendent 0.0% 0.0% 25.0% 25.0% 50.0% 0.0% 100.0% 
Superintendent 0.0% 0.0% 11.1% 59.3% 25.9% 3.7% 100.0% 
Total 0.8% 6.5% 16.3% 58.5% 16.3% 1.6% 100.0% 
 
 Regarding leadership years, the “15 to 20 years” respondents have a scattered range 
and include the one respondent who indicated the skill as not essential. Those with fewer 
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years served in leadership show lower ability levels than those with a more years in a 
leadership position.   
Table 36  
Category Selection by Leadership Years 
Leadership 
Years 
No 
Answer 
Basic 
Ability 
Emerging 
Ability 
Working 
Ability 
Exceptional 
Ability 
Not 
Essential Total 
< 1 Year 20.0% 0.0% 0.0% 60.0% 0.0% 20.0% 100.0% 
1 to 3 Years 0.0% 22.2% 11.1% 66.7% 0.0% 0.0% 100.0% 
3 to 5 Years 0.0% 0.0% 22.2% 66.7% 11.1% 0.0% 100.0% 
5 to 10 Years 0.0% 14.3% 17.9% 53.6% 14.3% 0.0% 100.0% 
10 to 15 Years 0.0% 0.0% 13.3% 66.7% 20.0% 0.0% 100.0% 
15 to 20 Years 0.0% 0.0% 25.0% 37.5% 31.3% 6.3% 100.0% 
20 to 25 Years 0.0% 0.0% 12.5% 75.0% 12.5% 0.0% 100.0% 
25 to 30 Years 0.0% 33.3% 0.0% 66.7% 0.0% 0.0% 100.0% 
> 30 Years 0.0% 0.0% 12.5% 62.5% 25.0% 0.0% 100.0% 
Total 0.8% 6.7% 15.1% 59.7% 16.0% 1.7% 100.0% 
 
 By gender there is no distinct difference in the respondents’ perception of their ability 
relating to category selection. Gender differences will not be noted in future questions unless 
the results are more significant.  
Table 37  
Category Selection by Gender 
Gender 
No 
Answer 
Basic 
Ability 
Emerging 
Ability 
Working 
Ability 
Exceptional 
Ability 
Not 
Essential Total 
Male 1.5% 4.6% 18.5% 56.9% 16.9% 1.5% 100.0% 
Female 0.0% 8.6% 13.8% 60.3% 15.5% 1.7% 100.0% 
Total 0.8% 6.5% 16.3% 58.5% 16.3% 1.6% 100.0% 
 
 The breakout by ethnicity does not provide much of a change from the varied 
approach to the other comparisons to category selection. Ethnicity differences will not be 
noted in future questions unless the results are more significant. 
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Table 38  
Category Selection by Ethnicity 
Ethnicity 
No 
Answer 
Basic 
Ability 
Emerging 
Ability 
Working 
Ability 
Exceptional 
Ability 
Not 
Essential Total 
African 
American 0.0% 0.0% 25.0% 62.5% 12.5% 0.0% 100.0% 
Caucasian 0.9% 7.1% 15.2% 58.9% 16.1% 1.8% 100.0% 
Total 0.8% 6.5% 16.3% 58.5% 16.3% 1.6% 100.0% 
 
 The “50 to 54” age group has the strongest perception of understanding of category 
selection, indicating an exceptional ability. It is possible that the concept is not fully 
developed until one is older. However, the highest age range continues to be more modest in 
reflection on ability. It is of special note that the two respondents who felt this skill was 
unessential were both in the “40 to 44” age bracket. Fewer respondents were in the 
exceptional ability level than in previous skill questions. 
Table 39  
Category Selection by Age Range 
Age Range 
No  
Answer 
Basic  
Ability 
Emerging  
Ability 
Working  
Ability 
Exceptional  
Ability 
Not  
Essential Total 
25 to 29 50.0% 0.0% 0.0% 50.0% 0.0% 0.0% 100.0% 
30 to 34 0.0% 0.0% 25.0% 75.0% 0.0% 0.0% 100.0% 
35 to 39 0.0% 20.0% 26.7% 46.7% 6.7% 0.0% 100.0% 
40 to 44 0.0% 4.3% 13.0% 69.6% 4.3% 8.7% 100.0% 
45 to 49 0.0% 10.0% 10.0% 50.0% 30.0% 0.0% 100.0% 
50 to 54 0.0% 0.0% 13.0% 47.8% 39.1% 0.0% 100.0% 
55 to 59 0.0% 0.0% 19.2% 65.4% 15.4% 0.0% 100.0% 
60 to 64 0.0% 6.3% 18.8% 62.5% 12.5% 0.0% 100.0% 
65 and up 0.0% 0.0% 0.0% 100.0% 0.0% 0.0% 100.0% 
Total 0.8% 5.0% 16.5% 59.5% 16.5% 1.7% 100.0% 
  
Weighing the different responses, it may be that the respondents with a doctoral 
degree understand this skill to a deeper degree. Others may not fully comprehend the skill or 
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may have never seen it modeled, thus having more responses at the lower levels. Most 
responses are in the working ability level, and the respondents who felt this skill was not 
essential are from a master’s degree and a specialist degree level.  
Table 40  
Category Selection by Education 
Education 
No  
Answer 
Basic  
Ability 
Emerging  
Ability 
Working 
Ability 
Exceptional  
Ability 
Not  
Essential Total 
Bachelor’s 16.7% 16.7% 16.7% 33.3% 16.7% 0.0% 100.0% 
Master’s 0.0% 6.6% 18.4% 55.3% 18.4% 1.3% 100.0% 
Specialist 0.0% 6.7% 10.0% 66.7% 13.3% 3.3% 100.0% 
Doctorate 0.0% 0.0% 18.2% 72.7% 9.1% 0.0% 100.0% 
Total 0.8% 6.5% 16.3% 58.5% 16.3% 1.6% 100.0% 
 
 A distinctive element of the following graph is how respondents from small districts 
responded about this skill. The low number of respondents at the exceptional ability level in 
small districts is surprising when respondents from very small and medium districts show 
much more confidence.  
Table 41  
Category Selection by District Size 
District  
Size 
No 
Answer 
Basic 
Ability 
Emerging 
Ability 
Working 
Ability 
Exceptional 
Ability 
Not 
Essential Total 
Large District 0.0% 5.0% 5.0% 75.0% 10.0% 5.0% 100.0% 
Medium 
District 0.0% 5.0% 20.0% 40.0% 35.0% 0.0% 100.0% 
Small District 1.9% 7.7% 26.9% 55.8% 7.7% 0.0% 100.0% 
Very Small 
District 0.0% 6.5% 3.2% 64.5% 22.6% 3.2% 100.0% 
Total 0.8% 6.5% 16.3% 58.5% 16.3% 1.6% 100.0% 
 
It has already been noted that working ability is more often the response with the 
largest percentage. African American respondents show up more often in the exceptional 
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ability level. Older and more educated respondents have a higher percent response in the 
working ability and exceptional ability levels. Gender differences have not been significant.  
Question 16 pertains to the individual’s ability to put information and data into a 
“best fit” category that brings coherence to the information so actions can be taken and 
measured based on where the leader feels the actions are most appropriate.  
Question 16: Category Specification or Best-Fit CategoriesYou organize 
your leadership activities for yourself and your staff into categories that bring 
coherence for the aligning of tasks and creating a degree of organization. You 
reorganize ideas, issues, people, and information into the correct activity 
category in order to solve the complex issues. 
 The concept of category specification is more about organizing the activities of the 
leader than the written communication or the planning. This skill provides a means to 
organize the organization where a leader can align talent with need. This skill, like the 
previous skills, aids in the production of high-quality, original solutions (Mumford et al., 
2000). It is the skill of selecting a set of activities to provide a basis for subsequent 
reorganization of information.  
 Like the other skills listed, the majority of the respondents evaluate their skill level as 
working ability. Few list their skill level as exceptional, and a larger percent are listed as 
emerging ability. Similar to the last skill, two respondents list this skill as nonessential.  
 It would make sense that teacher leaders would not see this skill as essential, as few 
of them organize others into any category. Teacher leaders are not normally in charge of 
many others and making decisions on how to best use the talents of others. The ability level 
increases as the responsibility in the organization increases. While the CFO/business leader 
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has a large responsibility, that position does not normally work with others in a capacity 
where “best fit” would be a part of normal processes. It is surprising that any of the 
superintendents would see this as a nonessential skill. 
Table 42  
Best Fit by Job Title 
Job Title 
No  
Answer 
Basic  
Ability 
Emerging  
Ability 
Working 
 Ability 
Exceptional  
Ability 
Not  
Essential Total 
Teacher Leader 25.0% 0.0% 0.0% 50.0% 0.0% 25.0% 100.0% 
Asst. Principal 0.0% 100.0% 0.0% 0.0% 0.0% 0.0% 100.0% 
Principal - EL 0.0% 7.5% 20.0% 57.5% 15.0% 0.0% 100.0% 
Principal - MS 0.0% 6.7% 40.0% 46.7% 6.7% 0.0% 100.0% 
Principal - HS 5.3% 5.3% 21.1% 52.6% 15.8% 0.0% 100.0% 
Director 0.0% 11.1% 11.1% 66.7% 11.1% 0.0% 100.0% 
CFO/Business 0.0% 100.0% 0.0% 0.0% 0.0% 0.0% 100.0% 
Asst. Superintendent 0.0% 0.0% 0.0% 75.0% 25.0% 0.0% 100.0% 
Superintendent 0.0% 0.0% 7.7% 73.1% 15.4% 3.8% 100.0% 
Total 1.6% 7.4% 18.0% 58.2% 13.1% 1.6% 100.0% 
 
 Few respondents indicated an exceptional ability, with the exception of the “15 to 20” 
leadership year range. Yet it is also some in the “15 to 20 years” group that found the skill 
not essential, posing a question of understanding. It makes more sense for the “>30 years” 
group to indicate an exceptional ability due to the years of practice.  
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Table 43  
Best Fit by Leadership Years 
Leadership  
Years 
No  
Answer 
Basic  
Ability 
Emerging 
 Ability 
Working  
Ability 
Exceptional  
Ability 
Not 
 Essential Total 
< 1 Year 20.0% 0.0% 0.0% 80.0% 0.0% 0.0% 100.0% 
1 to 3 Years 0.0% 11.1% 55.6% 33.3% 0.0% 0.0% 100.0% 
3 to 5 Years 0.0% 0.0% 22.2% 77.8% 0.0% 0.0% 100.0% 
5 to 10 Years 3.6% 17.9% 21.4% 46.4% 10.7% 0.0% 100.0% 
10 to 15 Years 0.0% 3.3% 13.3% 70.0% 13.3% 0.0% 100.0% 
15 to 20 Years 0.0% 0.0% 12.5% 50.0% 31.3% 6.3% 100.0% 
20 to 25 Years 0.0% 0.0% 0.0% 87.5% 12.5% 0.0% 100.0% 
25 to 30 Years 0.0% 16.7% 33.3% 33.3% 16.7% 0.0% 100.0% 
> 30 Years 0.0% 0.0% 0.0% 71.4% 28.6% 0.0% 100.0% 
Total 1.7% 6.8% 17.8% 59.3% 13.6% 0.8% 100.0% 
 
 There is not much distinction between the respondents by gender (d) or ethnicity (e), 
and the comparison does not yield new information.  
 Similar to other skills, the age range component is showing a higher level of ability, 
as the respondents grow older. However, some respondents in the “40 to 49” age range do 
not find “best fit” to be an essential skill. 
Table 44  
Best Fit by Age Range 
Age  
Range 
No  
Answer 
Basic 
 Ability 
Emerging 
 Ability 
Working  
Ability 
Exceptional  
Ability 
Not  
Essential Total 
25 to 29 50.0% 0.0% 0.0% 50.0% 0.0% 0.0% 100.0% 
30 to 34 0.0% 25.0% 25.0% 50.0% 0.0% 0.0% 100.0% 
35 to 39 6.7% 13.3% 20.0% 60.0% 0.0% 0.0% 100.0% 
40 to 44 0.0% 4.3% 30.4% 52.2% 8.7% 4.3% 100.0% 
45 to 49 0.0% 10.0% 30.0% 40.0% 10.0% 10.0% 100.0% 
50 to 54 0.0% 0.0% 8.7% 65.2% 26.1% 0.0% 100.0% 
55 to 59 0.0% 3.8% 11.5% 65.4% 19.2% 0.0% 100.0% 
60 to 64 0.0% 12.5% 12.5% 62.5% 12.5% 0.0% 100.0% 
65 and up 0.0% 0.0% 0.0% 100.0% 0.0% 0.0% 100.0% 
Total 1.7% 6.7% 17.5% 59.2% 13.3% 1.7% 100.0% 
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 It is notable that the respondents with doctoral degrees indicate a working ability but 
not an exceptional ability. This may be explained by a deeper understanding of the 
complexity of putting the right people on the right task. The variety at the other levels may be 
a result of the difficulty in understanding the skill. Respondents with a bachelor’s degree are 
not familiar with the skill and have probably not had the training. 
Table 45 
Best Fit by Education 
Education  
No  
Answer 
Basic 
 Ability 
Emerging 
 Ability 
Working  
Ability 
Exceptional  
Ability 
Not  
Essential Total 
Bachelor’s 16.7% 0.0% 50.0% 33.3% 0.0% 0.0% 100.0% 
Master’s 1.3% 9.2% 18.4% 56.6% 13.2% 1.3% 100.0% 
Specialist 0.0% 6.9% 13.8% 55.2% 20.7% 3.4% 100.0% 
Doctorate 0.0% 0.0% 9.1% 90.9% 0.0% 0.0% 100.0% 
Total 1.6% 7.4% 18.0% 58.2% 13.1% 1.6% 100.0% 
 
 The higher ability level from the respondents in the large districts may be an indicator 
of how “best fit” is important for district capacity. Finding the right person for a task or skill 
in a large district may be easier than finding the right person in a smaller district simply 
because there are not many people to choose from.  
Table 46  
Best Fit by District Size 
District Size 
No 
Answer 
Basic 
Ability 
Emerging 
Ability 
Working 
Ability 
Exceptional 
Ability 
Not 
Essential Total 
Large District 0.0% 5.0% 5.0% 75.0% 10.0% 5.0% 100.0% 
Medium 
District 5.0% 10.0% 10.0% 55.0% 15.0% 5.0% 100.0% 
Small District 1.9% 11.5% 19.2% 55.8% 11.5% 0.0% 100.0% 
Very Small 
District 0.0% 0.0% 30.0% 53.3% 16.7% 0.0% 100.0% 
Total 1.6% 7.4% 18.0% 58.2% 13.1% 1.6% 100.0% 
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Question 17 reflects the ideas that have been spelled out in many different leadership 
books about storytelling and imagery. This skill allows a leader to help others to see solutions 
by eliminating the issues that cloud the judgment of others and clarifying ideas so another 
person can more clearly see what is important. 
 Conceptual combinations involve the merging of separate concepts into units that 
express new thoughts and stimulate new ideas. These combinations can describe concepts 
and ideas that were previously unlabeled, such as “soccer mom” and “couch potato.” These 
combinations expand the language and are linked to creative productivity (Mumford, 1992).  
 Conceptual combinations can provide emergent properties that people otherwise 
would not recognize as a combination (e.g., Public Home School Academy). These emergent 
ideas are novel in the sense that they appear in a combination without being present in the 
normal representation of either concept, or the concept has not been important enough for 
people to have listed it previously. The relation linking and interpretation can yield new or 
multiple forms of interpretation but have the opportunity to blend ideas and provide 
leadership toward what has previously been unknown.  
 Although the framing of the question was carefully crafted to provide insights into the 
skill, the depth of knowledge of this skill is at first difficult to understand.  
Question 17: Conceptual Combination ReorganizationYou reshape the 
ideas and intents of others through your expertise with analogies, metaphors, 
and construction of visual imagery. You help others to reorganize and reshape 
potential solutions through your professional and organizational experiences 
while eliminating irrelevancies and structural anomalies. 
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 More respondents view themselves as having exceptional ability in this skill than in 
other previous skills. The number of respondents who answered with basic ability is also 
lower. Working ability continues to be the primary answer of the respondents.  
Table 47  
Conceptual Reorganization by Responses 
Responses Frequency Percent Valid Percent 
No Answer 1 0.8 0.8 
Basic Ability 11 8.9 9 
Emerging Ability 24 19.5 19.7 
Working Ability 63 51.2 51.6 
Exceptional Ability 22 17.9 18 
Not Essential 1 0.8 0.8 
Total 122 99.2 100 
 
 The high percentage of respondents in the superintendent and assistant superintendent 
role shows that conceptual reorganization is more highly used in those two positions. It is in 
the superintendent role that respondents indicated this as not essential, indicating what may 
be a lack of understanding of the skill or simply that the skill was never part of what the 
individual felt was useful in accomplishing the complex tasks that were necessary.  
Table 48  
Conceptual Reorganization by Job Title 
Job Title 
No  
Answer 
Basic  
Ability 
Emerging  
Ability 
Working 
 Ability 
Exceptional  
Ability 
Not 
 Essential Total 
Teacher Leader 33.3% 0.0% 33.3% 33.3% 0.0% 0.0% 100.0% 
Asst. Principal 0.0% 50.0% 0.0% 50.0% 0.0% 0.0% 100.0% 
Principal - EL 0.0% 12.5% 15.0% 57.5% 15.0% 0.0% 100.0% 
Principal - MS 0.0% 0.0% 46.7% 46.7% 6.7% 0.0% 100.0% 
Principal - HS 0.0% 10.5% 21.1% 52.6% 15.8% 0.0% 100.0% 
Director 0.0% 11.1% 33.3% 44.4% 11.1% 0.0% 100.0% 
CFO/Business 0.0% 100.0% 0.0% 0.0% 0.0% 0.0% 100.0% 
Asst. Superintendent 0.0% 25.0% 0.0% 0.0% 75.0% 0.0% 100.0% 
Superintendent 0.0% 0.0% 11.1% 59.3% 25.9% 3.7% 100.0% 
Total 0.8% 9.0% 19.7% 51.6% 15.0% 0.8% 100.0% 
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 Respondents who have been in leadership positions for more years use this skill more 
than respondents who are new to leadership. This would fit with the respondents with a larger 
number of leadership years having more stories and analogies from which to draw. There is a 
rise in exceptional ability after 10 years of leadership. More respondents in the early years of 
leadership listed this skill as an emerging ability, making this an important response for 
future leadership training. 
Table 49  
Conceptual Reorganization by Leadership Years 
Leadership  
Years 
No  
Answer 
Basic 
 Ability 
Emerging  
Ability 
Working 
 Ability 
Exceptional 
 Ability 
Not  
Essential Total 
< 1 Year 20.0% 20.0% 40.0% 20.0% 0.0% 0.0% 100.0% 
1 to 3 Years 0.0% 0.0% 44.4% 55.6% 0.0% 0.0% 100.0% 
3 to 5 Years 0.0% 11.1% 22.2% 66.7% 0.0% 0.0% 100.0% 
5 to 10 Years 0.0% 17.9% 21.4% 53.6% 7.1% 0.0% 100.0% 
10 to 15 Years 0.0% 0.0% 20.0% 46.7% 33.3% 0.0% 100.0% 
15 to 20 Years 0.0% 6.3% 12.5% 43.8% 31.3% 6.3% 100.0% 
20 to 25 Years 0.0% 12.5% 0.0% 62.5% 25.0% 0.0% 100.0% 
25 to 30 Years 0.0% 33.3% 16.7% 33.3% 16.7% 0.0% 100.0% 
> 30 Years 0.0% 0.0% 0.0% 75.0% 25.0% 0.0% 100.0% 
Total 0.8% 9.2% 19.3% 51.3% 18.5% 0.8% 100.0% 
 
 Male respondents indicate a slightly higher level of exceptional ability, and female 
respondents indicate a higher level of basic ability, but the differences are small. The African 
American and Middle Eastern respondents indicate exceptional ability at a higher rate than 
other ethnicities, which continues a trend from data discussed earlier. Caucasian respondents 
show a higher rate of basic ability, following the trend observed in the other questions.  
 More respondents in the higher age ranges indicate exceptional ability and fewer 
indicate emerging ability, which fits with an assumption of older individuals having 
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experiences and analogies from which to draw. Like other skills, the majority of the 
respondents are in the working ability level. 
Table 50  
Conceptual Reorganization by Age Range 
Age Range 
No 
Answer 
Basic  
Ability 
Emerging 
 Ability 
Working  
Ability 
Exceptional  
Ability 
Not 
 Essential Total 
25 to 29 50.0% 0.0% 50.0% 0.0% 0.0% 0.0% 100.0% 
30 to 34 0.0% 0.0% 0.0% 100.0% 0.0% 0.0% 100.0% 
35 to 39 0.0% 6.7% 46.7% 33.3% 13.3% 0.0% 100.0% 
40 to 44 0.0% 4.3% 26.1% 60.9% 4.3% 4.3% 100.0% 
45 to 49 0.0% 11.1% 33.3% 55.6% 0.0% 0.0% 100.0% 
50 to 54 0.0% 13.0% 4.3% 43.5% 39.1% 0.0% 100.0% 
55 to 59 0.0% 3.8% 11.5% 69.2% 15.4% 0.0% 100.0% 
60 to 64 0.0% 12.5% 18.8% 31.3% 37.5% 0.0% 100.0% 
65 and up 0.0% 0.0% 0.0% 100.0% 0.0% 0.0% 100.0% 
Total 0.8% 7.5% 20.0% 52.5% 18.3% 0.8% 100.0% 
 
 The nearly even distribution of degrees among the ability levels is important to the 
study, since there is an indication that other factors show greater variation and the degree 
does not. This may be significant, as it may be viewed that some might also label the 
conceptual reorganization skill “creative.”  
Table 51  
Conceptual Reorganization by Education 
Education  
No  
Answer 
Basic 
 Ability 
Emerging 
 Ability 
Working  
Ability 
Exceptional  
Ability 
Not  
Essential Total 
Bachelor’s 16.7% 16.7% 33.3% 16.7% 16.7% 0.0% 100.0% 
Master’s 0.0% 6.7% 22.7% 52.0% 18.7% 0.0% 100.0% 
Specialist 0.0% 13.3% 13.3% 53.3% 16.7% 3.3% 100.0% 
Doctorate 0.0% 9.1% 9.1% 63.6% 18.2% 0.0% 100.0% 
Total 0.8% 9.0% 19.7% 51.6% 18.0% 0.8% 100.0% 
 
Question 18 provides insights into experiences that the leader has had with solving 
complex problems and evaluating the different options available. The key words of 
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processes, mapping, and information searches are different from the other skills. The framing 
question for this skill may be synthesized with, “Among all the plans and actions you 
considered, how did you decide what plan was best?” 
Idea evaluation might be associated with the concept of creative thought. People 
evaluate new ideas based on previously held standards or attributes. Not everyone can 
support new ideas, and leaders may or may not be willing to explore or evaluate new ideas. 
The process by which new ideas are generated or the culture in which new ideas are 
generated is not the skill but has an impact on factors that surround this skill. The evaluation 
of ideas varies among leaders, with some preferring ideas that are easy to understand. Other 
factors when evaluating ideas include short-term benefits, consistency with the prevailing 
social norms, determining risk, time consumption, and originality. The implications for 
determining whether leaders have the skill to evaluate new ideas are key when contextually 
placed in the complexity of solving problems.  
Question 18: Idea EvaluationYou manipulate concepts and generate new 
ideas and problem-solving activities through your leadership ability to answer 
complex problems based on prior execution of processes, mapping, visual 
imagery, information search, and structural principles. 
 Like most of the other skills, the respondents are primarily at the working ability 
level. There is a high number at the exceptional ability level and few at the basic ability level. 
There are no respondents who indicate the skill of idea evaluation is not essential. The skill 
seems easy to understand at the surface level, but a larger context would be needed to 
provide the appropriate understanding of the skill.  
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 The level of response from the assistant superintendent position may indicate this 
skill is more important to that role. Other respondents vary, with the business official 
respondents not having more than a basic ability.  
Table 52  
Idea Evaluation by Leadership Title 
Leadership Title 
No  
Answer 
Basic  
Ability 
Emerging  
Ability 
Working  
Ability 
Exceptional  
Ability Total 
Other 0.0% 0.0% 0.0% 50.0% 50.0% 100.0% 
Teacher Leader 25.0% 0.0% 0.0% 75.0% 0.0% 100.0% 
Asst. Principal 0.0% 0.0% 50.0% 50.0% 0.0% 100.0% 
Principal - EL 0.0% 10.0% 20.0% 47.5% 22.5% 100.0% 
Principal - MS 0.0% 6.7% 33.3% 26.7% 33.3% 100.0% 
Principal - HS 0.0% 5.3% 15.8% 63.2% 15.8% 100.0% 
Director 11.1% 0.0% 33.3% 55.6% 0.0% 100.0% 
CFO/Business 0.0% 100.0% 0.0% 0.0% 0.0% 100.0% 
Asst. Superintendent 0.0% 0.0% 0.0% 25.0% 75.0% 100.0% 
Superintendent 0.0% 0.0% 3.7% 70.4% 25.9% 100.0% 
Total 1.6% 5.7% 17.1% 52.8% 22.8% 100.0% 
 
 Respondents with a higher number of years working as leaders have more responses 
at the exceptional ability level. The majority of the respondents in all leadership year ranges 
have a strong working ability. It is noteworthy that the respondents with over 30 years of 
leadership experience do not have an exceptional ability but have the highest percent as 
working ability.  
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Table 53  
Idea Evaluation by Leadership Years 
Leadership  
Years 
No  
Answer 
Basic 
 Ability 
Emerging 
 Ability 
Working  
Ability 
Exceptional 
 Ability Total 
< 1 Year 20.0% 0.0% 20.0% 60.0% 0.0% 100.0% 
1 to 3 Years 0.0% 0.0% 22.2% 77.8% 0.0% 100.0% 
3 to 5 Years 0.0% 0.0% 22.2% 66.7% 11.1% 100.0% 
5 to 10 Years 3.6% 14.3% 14.3% 39.3% 28.6% 100.0% 
10 to 15 Years 0.0% 3.3% 16.7% 56.7% 23.3% 100.0% 
15 to 20 Years 0.0% 0.0% 18.8% 43.8% 37.5% 100.0% 
20 to 25 Years 0.0% 12.5% 0.0% 37.5% 50.0% 100.0% 
25 to 30 Years 0.0% 16.7% 33.3% 16.7% 33.3% 100.0% 
> 30 Years 0.0% 0.0% 12.5% 87.5% 0.0% 100.0% 
Total 1.7% 5.9% 16.8% 52.1% 23.5% 100.0% 
 
 More male respondents indicate an exceptional ability than female respondents for 
this skill, making the following table important to note. Also, more female respondents 
indicate a basic ability level.  
Table 54  
Idea Evaluation by Gender 
Gender 
No  
Answer 
Basic  
Ability 
Emerging  
Ability 
Working  
Ability 
Exceptional  
Ability Total 
Male 3.1% 3.1% 16.9% 50.8% 26.2% 100.0% 
Female 0.0% 8.6% 17.2% 55.2% 19.0% 100.0% 
Total 1.6% 5.7% 17.1% 52.8% 22.8% 100.0% 
 
 Respondents do not show much difference in ability level by ethnicity (e).  
 Respondents in the “55 to 59” age range indicate more exceptional ability than others. 
Respondents in the “60 to 64” age range indicate the majority at the basic ability level. 
Respondents at the “45 to 49” age range have the largest percentage of emerging ability.  
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Table 55  
Idea Evaluation by Age Range 
Age Range 
No  
Answer 
Basic  
Ability 
Emerging 
 Ability 
Working  
Ability 
Exceptional  
Ability Total 
25 to 29 50.0% 0.0% 0.0% 50.0% 0.0% 100.0% 
30 to 34 0.0% 0.0% 25.0% 50.0% 25.0% 100.0% 
35 to 39 6.7% 0.0% 6.7% 66.7% 20.0% 100.0% 
40 to 44 0.0% 8.7% 17.4% 52.2% 21.7% 100.0% 
45 to 49 0.0% 10.0% 30.0% 60.0% 0.0% 100.0% 
50 to 54 0.0% 0.0% 17.4% 60.9% 21.7% 100.0% 
55 to 59 0.0% 0.0% 19.2% 38.5% 42.3% 100.0% 
60 to 64 0.0% 18.8% 12.5% 50.0% 18.8% 100.0% 
65 and up 0.0% 0.0% 0.0% 100.0% 0.0% 100.0% 
Total 1.7% 5.0% 16.5% 53.7% 23.1% 100.0% 
 
 Respondents with a doctoral degree indicate more often with an exceptional ability, 
following the trend that has been observed previously. Respondents with a bachelor’s degree 
had no answer, which may indicate a lack of understanding of the skill.  
 More respondents from large districts indicate an exceptional ability with this skill. 
That may be because a larger district has more people looking at a problem and working to 
come up with a solution. Smaller districts have a more direct relationship between the 
leadership and the resulting actions, and leaders in smaller districts may not need to take as 
much time to evaluate different potential solutions. Respondents from medium districts 
indicate the majority of the basic ability level. Respondents from small districts have the 
largest percentage at the emerging ability level. 
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Table 56  
Idea Evaluation by District Size 
District Size 
No  
Answer 
Basic  
Ability 
Emerging  
Ability 
Working 
 Ability 
Exceptional  
Ability Total 
Large District 0.0% 5.0% 5.0% 55.0% 35.0% 100.0% 
Medium District 0.0% 15.0% 5.0% 50.0% 30.0% 100.0% 
Small District 3.8% 3.8% 30.8% 46.2% 15.4% 100.0% 
Very Small District 0.0% 3.2% 9.7% 64.5% 22.6% 100.0% 
Total 1.6% 5.7% 17.1% 52.8% 22.8% 100.0% 
 
In Question 19, solution implementation is more than simply implementing what was 
originally conceived. It is also the ability to establish a future-oriented vision for others while 
monitoring the work that is happening already. A leader is always looking for solutions to 
complex problems with goals in mind and plans that can change to reach a specific end 
product. The framing question for this skill may be synthesized with, “How would you like 
to see your plan carried out?” This is a leadership skill where multiple forms of expertise are 
brought together to implement a solution to an ill-defined problem to form the basis for 
solution implementation, emerging from the reorganization of the most relevant concepts 
understood at the time. Like other skills, it may appear easy to understand from the survey, 
but it is more complex than initially conceived.  
Question 19: Solution ImplementationYou can demonstrate effective 
communication, establish vision, and perform goal setting while monitoring 
progress and motivating subordinates as you seek solution implementation. 
You are flexible in dealing with others and you adjust plans opportunistically 
as dictated by a changing social environment. 
 The majority of the responses are in the working ability level, following the trend 
previously observed. This is another skill with a high number in the exceptional ability level. 
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None of the respondents thought that this was a nonessential skill. Very few respondents 
answered with a basic ability level, which may indicate a preconceived understanding of 
what the skill encompasses.   
Table 57  
Solution Implementation by Responses 
Responses Frequency Percent Valid Percent 
No Answer 1 0.8 0.8 
Basic Ability 8 6.5 6.6 
Emerging Ability 22 17.9 18 
Working Ability 59 48 48.4 
Exceptional Ability 32 26 26.2 
Total 122 99.2 100 
 
 The assistant superintendent respondents answered with the majority in the 
exceptional ability level. Like other skill questions, the high school leaders have a higher 
percentage at the exceptional ability level. The business leader respondents’ responses are 
similar to those for other skill questions, showing a low level of ability. Superintendent 
respondents have the highest percentage in the working ability level.  
Table 58  
Solution Implementation by Leadership Title 
Leadership Title 
No  
Answer 
Basic 
 Ability 
Emerging  
Ability 
Working  
Ability 
Exceptional  
Ability Total 
Teacher Leader 25.0% 0.0% 0.0% 25.0% 50.0% 100.0% 
Asst. Principal 0.0% 50.0% 50.0% 0.0% 0.0% 100.0% 
Principal - EL 0.0% 10.0% 15.0% 50.0% 25.0% 100.0% 
Principal - MS 0.0% 0.0% 40.0% 40.0% 20.0% 100.0% 
Principal - HS 0.0% 10.5% 10.5% 47.4% 31.6% 100.0% 
Director 0.0% 11.1% 33.3% 33.3% 22.2% 100.0% 
CFO/Business 0.0% 0.0% 100.0% 0.0% 0.0% 100.0% 
Asst. Superintendent 0.0% 0.0% 0.0% 25.0% 75.0% 100.0% 
Superintendent 0.0% 0.0% 11.5% 69.2% 19.2% 100.0% 
Total 0.8% 6.6% 18.0% 48.4% 26.2% 100.0% 
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 Consistent with the responses from other skill questions, with regard to years of 
leadership experience, the “25 to 30 years” group has both a high response level as 
exceptional while also having a large number at the basic ability level (c). The “<1 year” 
group continues to have respondents who have no answer. The higher the age range, the 
more respondents indicate an exceptional ability. 
 More female respondents indicate an exceptional ability than male respondents (d). 
More African American respondents indicate an exceptional ability level (e). More 
Caucasian respondents indicate an emerging ability level and working ability level. This also 
follows the trend observed in other questions. 
 Respondents in the “50 to 64” age range primarily indicate an exceptional ability (f). 
The lower age ranges have fewer respondents at that level. The respondents in the “30 to 34” 
age range indicate the highest percentage at the basic ability level. 
 Half of the respondents with bachelor’s degrees indicate an exceptional ability, and 
this is different from other skill responses for the bachelor’s degree level. This may indicate a 
lack of understanding of the depth of the skill and a cursory understanding of 
implementation. The respondents with doctorate degrees indicate a high percentage at the top 
two ability levels.  
Table 59  
Solution Implementation by Education 
Education 
No  
Answer 
Basic  
Ability 
Emerging  
Ability 
Working  
Ability 
Exceptional  
Ability Total 
Bachelor’s 16.7% 0.0% 16.7% 16.7% 50.0% 100.0% 
Master’s 0.0% 6.7% 21.3% 46.7% 25.3% 100.0% 
Specialist 0.0% 10.0% 13.3% 50.0% 26.7% 100.0% 
Doctorate 0.0% 0.0% 9.1% 72.7% 18.2% 100.0% 
Total 0.8% 6.6% 18.0% 48.4% 26.2% 100.0% 
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 Respondents from medium districts indicate the largest percentage at the basic ability 
level. Respondents from very small districts indicate the largest percentage at the exceptional 
ability level, perhaps indicating the need to get more done with fewer people.  
Table 60 
Solution Implementation by District Size 
District Size 
No  
Answer 
Basic  
Ability 
Emerging  
Ability 
Working  
Ability 
Exceptional  
Ability Total 
Large District 0.0% 5.0% 10.0% 55.0% 30.0% 100.0% 
Medium District 0.0% 20.0% 20.0% 30.0% 30.0% 100.0% 
Small District 1.9% 5.8% 23.1% 50.0% 19.2% 100.0% 
Very Small District 0.0% 0.0% 13.3% 53.3% 33.3% 100.0% 
Total 0.8% 6.6% 18.0% 48.4% 26.2% 100.0% 
 
Question 20 presents a skill that requires the leader to know what is happening in the 
organization and then expects the leader to follow up on each initiative being implemented. 
The framing question for this skill may be synthesized with, “How would you be sure your 
plan was carried out correctly?” 
 The combination of skills, in concert, allows the leader to formulate and carry out a 
detailed plan for addressing a complex problem. While the first process is to determine the 
solutions for the problem, a second process must be used to control the variable of the 
solution that was formulated earlier. This evaluation and the appropriateness of the actions 
taken by the leader after the initial implementation of a solution is referred to as the solution 
monitoring skill.  
Question 20: Solution MonitoringYou evaluate and re-evaluate the products 
and implementation of earlier steps in problem solving or the products 
involved with the conclusions of plans at later steps. You are aware of and 
sensitive to the consequences of your and others’ previous actions. 
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 The majority of the responses indicate a working ability, as it has been for the 
previous skills. Few responses indicate a basic ability, but the emerging ability level is higher 
than has been indicated for some of the previous skills. The number of respondents at the 
working ability level is not significantly different.  
Table 61  
Solution Monitoring by Response 
Response Frequency Percent Valid Percent 
No Answer 2 1.6 1.6 
Basic Ability 5 4.1 4.1 
Emerging Ability 25 20.3 20.3 
Working Ability 67 54.5 54.5 
Exceptional Ability 24 19.5 19.5 
Total 123 100 100 
 
 As they did with other skill questions, the assistant superintendent respondents 
indicated the majority of the responses at the exceptional ability level, and the superintendent 
respondents indicated the highest percentage of responses at the working ability level. This 
may be reflective of who is more responsible for carrying out a plan versus the initial 
conception of a plan. The assistant principal position has the largest number of responses at 
the basic ability level, which may indicate a lack of experience or a lack of responsibility.  
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Table 62  
Solution Monitoring by Job Title 
Job Title 
No 
 Answer 
Basic 
 Ability 
Emerging  
Ability 
Working  
Ability 
Exceptional 
 Ability Total 
Teacher Leader 25.0% 0.0% 0.0% 50.0% 25.0% 100.0% 
Asst. Principal 0.0% 50.0% 50.0% 0.0% 0.0% 100.0% 
Principal – EL 0.0% 5.0% 15.0% 57.5% 22.5% 100.0% 
Principal - MS 0.0% 0.0% 33.3% 60.0% 6.7% 100.0% 
Principal – HS 0.0% 10.5% 15.8% 47.4% 26.3% 100.0% 
Director 11.1% 0.0% 33.3% 44.4% 11.1% 100.0% 
CFO/Business 0.0% 0.0% 100.0% 0.0% 0.0% 100.0% 
Asst. Superintendent 0.0% 0.0% 25.0% 0.0% 75.0% 100.0% 
Superintendent 0.0% 0.0% 18.5% 66.7% 14.8% 100.0% 
Total 1.6% 4.1% 20.3% 54.5% 19.5% 100.0% 
 
 With regard to leadership years, the “15 to 20 years” group has the most respondents 
at the exceptional ability level, which is a small surprise, and the “25 to 30 years” group has 
the most at the basic ability level, which is another small surprise. The “>30 years” group has 
the highest levels overall, which is not a surprise. The “>30 years” group all responded in the 
working ability or exceptional ability levels, which would make a good deal of sense. 
Table 63  
Solution Monitoring by Leadership Years 
Leadership Years 
No  
Answer 
Basic  
Ability 
Emerging  
Ability 
Working 
 Ability 
Exceptional 
 Ability Total 
< 1 Year 20.0% 0.0% 0.0% 60.0% 20.0% 100.0% 
1 to 3 Years 0.0% 0.0% 33.3% 66.7% 0.0% 100.0% 
3 to 5 Years 0.0% 0.0% 66.7% 11.1% 22.2% 100.0% 
5 to 10 Years 3.6% 10.7% 28.6% 50.0% 7.1% 100.0% 
10 to 15 Years 0.0% 0.0% 16.7% 56.7% 26.7% 100.0% 
15 to 20 Years 0.0% 0.0% 12.5% 56.3% 31.3% 100.0% 
20 to 25 Years 0.0% 0.0% 12.5% 62.5% 25.0% 100.0% 
25 to 30 Years 0.0% 16.7% 0.0% 66.7% 16.7% 100.0% 
> 30 Years 0.0% 0.0% 0.0% 75.0% 25.0% 100.0% 
Total 1.7% 3.4% 21.0% 54.6% 19.3% 100.0% 
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 Female respondents have a larger percentage at the exceptional ability level, and the 
male respondents a higher percentage at the basic ability level. These changes from what has 
been seen earlier may mean that more female leaders are responsible for monitoring the 
solution or it may be that there is a difference of perception of responsibility by gender.  
Table 64  
Solution Monitoring by Gender 
Gender 
No  
Answer 
Basic  
Ability 
Emerging  
Ability 
Working  
Ability 
Exceptional  
Ability Total 
Male 3.1% 4.6% 20.0% 56.9% 15.4% 100.0% 
Female 0.0% 3.4% 20.7% 51.7% 24.1% 100.0% 
Total 1.6% 4.1% 20.3% 54.5% 19.5% 100.0% 
 
 African American respondents have a much higher percentage in the exceptional 
ability level, and Caucasian respondents more at the basic ability level. While this is not 
unlike the trend that has already been noted, the larger number of African American 
respondents at the higher levels is a small change.  
Table 65  
Solution Monitoring by Ethnicity 
Ethnicity 
No  
Answer 
Basic  
Ability 
Emerging  
Ability 
Working  
Ability 
Exceptional  
Ability Total 
African American 0.0% 0.0% 25.0% 37.5% 37.5% 100.0% 
Caucasian 1.8% 4.5% 20.5% 55.4% 17.9% 100.0% 
Total 1.6% 4.1% 20.3% 54.5% 19.5% 100.0% 
 
 The “60 to 64” age range has the largest percentage of respondents at the exceptional 
ability level, but the “65 and up” age range has all of the respondents at the working ability 
level. The “45 to 50” age range has the most respondents at the basic ability level.  
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Table 66  
Solution Monitoring by Age Range 
Age Range 
No  
Answer 
Basic  
Ability 
Emerging  
Ability 
Working  
Ability 
Exceptional  
Ability Total 
25 to 29 50.0% 0.0% 0.0% 50.0% 0.0% 100.0% 
30 to 34 0.0% 0.0% 50.0% 50.0% 0.0% 100.0% 
35 to 39 6.7% 6.7% 33.3% 53.3% 0.0% 100.0% 
40 to 44 0.0% 0.0% 30.4% 52.2% 17.4% 100.0% 
45 to 49 0.0% 10.0% 30.0% 30.0% 30.0% 100.0% 
50 to 54 0.0% 0.0% 13.0% 60.9% 26.1% 100.0% 
55 to 59 0.0% 3.8% 7.7% 69.2% 19.2% 100.0% 
60 to 64 0.0% 6.3% 18.8% 37.5% 37.5% 100.0% 
65 and up 0.0% 0.0% 0.0% 100.0% 0.0% 100.0% 
Total 1.7% 3.3% 20.7% 54.5% 19.8% 100.0% 
 
 Respondents with a master’s degree have the highest percentage at the exceptional 
ability level and also the highest percentage at the basic ability level. This is a change from 
previous skills; perhaps more of the individuals with a master’s degree are the individuals 
responsible for monitoring the solutions put in place by others. Respondents with a specialist 
degree have the highest percentage in the top two levels.  
Table 67  
Solution Monitoring by Education 
Education 
No 
Answer 
Basic  
Ability 
Emerging  
Ability 
Working  
Ability 
Exceptional  
Ability Total 
Bachelor’s 16.7% 0.0% 16.7% 50.0% 16.7% 100.0% 
Master’s 1.3% 5.3% 22.4% 50.0% 21.1% 100.0% 
Specialist 0.0% 3.3% 16.7% 60.0% 20.0% 100.0% 
Doctorate 0.0% 0.0% 18.2% 72.7% 9.1% 100.0% 
Total 1.6% 4.1% 20.3% 54.5% 19.5% 100.0% 
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 Respondents from medium districts have the highest percentage at the exceptional 
ability level and the highest percentage at the basic ability level. Respondents from very 
small districts have the highest percentage in the top two levels.  
Table 68  
Solution Monitoring by District Size 
District Size 
No  
Answer 
Basic  
Ability 
Emerging  
Ability 
Working  
Ability 
Exceptional  
Ability Total 
Large District 0.0% 5.0% 10.0% 65.0% 20.0% 100.0% 
Medium District 0.0% 10.0% 20.0% 35.0% 35.0% 100.0% 
Small District 3.8% 3.8% 30.8% 46.2% 15.4% 100.0% 
Very Small District 0.0% 0.0% 9.7% 74.2% 16.1% 100.0% 
Total 1.6% 4.1% 20.3% 54.5% 19.5% 100.0% 
 
Social Judgment Skills 
 The need to structure complex, ill-defined problems while determining the constraints 
of the organization and the characteristics of broader problems is essential to social judgment 
skills. It is framed by analyzing the dimensions and characteristics of a problem and then 
finding a likely solution from different scenarios based on social examples and working with 
people. An example is finding a solution based upon a restrictive time frame imposed on a 
group or individual. Another example is to find a solution based upon the current personnel, 
their personal goals, the degree of risk they are willing to take, and the organizational 
capacity of the group.  
 Social judgment skills are key to dealing with organizational road blocks, time 
frames, goals of others, contrasting opinions, and implications of novel solutions. School 
leaders using social judgment skills must be able to go outside the organizational structures 
to generate a larger perspective in the social context.  
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 Social judgment skills are useful and apparent in the diagnosis of mistakes and errors 
that take place in social systems (Connelly, Marks, & Mumford, 1993). The evaluation of 
these skills is represented by the conflict when negative organizational outcomes occur 
because of a leader’s failure to attend to complex social cues. The skills in this category are 
framed by the following questions: “Why did this situation occur? What was the central 
mistake made by the leader in this scenario? What would you do differently if you were the 
leader in this situation?” 
Questions 21 through 24 
Question 21 demonstrates a leadership skill dealing with the time when things should 
happen. Good leadership requires that actions take place in clearly defined time frames so 
others are aware of progress, problems, and tasks. The skill also relies on how individuals 
will interact with a group within the time frame.  
 There is realism to everything that a leader does based on the nature of the problem 
that must be addressed. Thus consequences emerge based upon an established time for 
predetermined goals and actions to come to fruition. A time frame that is too aggressive will 
result in a lack of results or achievement. A time frame that is too expansive does not 
effectively utilize personnel or finances and may wither along the process. Thus a time frame 
must take into consideration the potential consequences, the outcome sensitivity, and the 
complexities of the problem.  
Question 21: Time Frame of GoalsYou can frame goals, actions, and 
processes with a time frame built on creative collaboration and interactions 
that are consistent in the different tasks. You set a clear time frame for 
addressing the most important problems and address the key information 
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needed to solve the problem or complex social issue. 
 The majority of the responses indicate a working ability level, and there are more at 
that level than in many of the previous skills. Few responses indicate a basic ability level. 
The emerging ability level is also high for this skill. The exceptional ability level is lower 
than in some of the previous skills. This is a skill that seems easy to understand at first 
glance.  
Table 69  
Time Frame by Response 
Response Frequency Percent Valid Percent 
No Answer 2 1.6 1.6 
Basic Ability 8 6.5 6.5 
Emerging Ability 21 17.1 17.1 
Working Ability 77 62.6 62.6 
Exceptional Ability 15 12.2 12.2 
Total 123 100 100 
 
 The assistant superintendent respondents have the highest percentage indicating the 
exceptional ability level. The assistant principal respondents have the highest percentage in 
the basic ability level. The business position respondents have a high percentage at the 
working ability level. 
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Table 70  
Time Frame by Job Title 
Job Title 
No  
Answer 
Basic  
Ability 
Emerging  
Ability 
Working 
Ability 
Exceptional  
Ability Total 
Teacher Leader 25.0% 0.0% 0.0% 75.0% 0.0% 100.0% 
Asst. Principal 0.0% 50.0% 0.0% 50.0% 0.0% 100.0% 
Principal – EL 0.0% 7.5% 10.0% 72.5% 10.0% 100.0% 
Principal – MS 0.0% 6.7% 33.3% 46.7% 13.3% 100.0% 
Principal – HS 5.3% 10.5% 21.1% 52.6% 10.5% 100.0% 
Director 0.0% 11.1% 33.3% 55.6% 0.0% 100.0% 
CFO/Business 0.0% 0.0% 0.0% 100.0% 0.0% 100.0% 
Asst. Superintendent 0.0% 0.0% 0.0% 50.0% 50.0% 100.0% 
Superintendent 0.0% 0.0% 14.8% 66.7% 18.5% 100.0% 
Total 1.6% 6.5% 17.1% 62.6% 12.2% 100.0% 
 
 Respondents with more leadership years have more responses at the exceptional 
ability level. With regard to leadership years, there are a large number of responses at the 
basic ability level from the “5 to 10 years” and “25 to 30 years” respondents.  
Table 71  
Time Frame by Leadership Years 
Leadership Years 
No 
 Answer 
Basic 
Ability 
Emerging 
Ability 
Working  
Ability 
Exceptional  
Ability Total 
< 1 Year 20.0% 0.0% 20.0% 60.0% 0.0% 100.0% 
1 to 3 Years 0.0% 11.1% 22.2% 66.7% 0.0% 100.0% 
3 to 5 Years 0.0% 11.1% 22.2% 66.7% 0.0% 100.0% 
5 to 10 Years 3.6% 14.3% 17.9% 53.6% 10.7% 100.0% 
10 to 15 Years 0.0% 0.0% 16.7% 66.7% 16.7% 100.0% 
15 to 20 Years 0.0% 0.0% 12.5% 75.0% 12.5% 100.0% 
20 to 25 Years 0.0% 12.5% 0.0% 62.5% 25.0% 100.0% 
25 to 30 Years 0.0% 16.7% 16.7% 50.0% 16.7% 100.0% 
> 30 Years 0.0% 0.0% 12.5% 62.5% 25.0% 100.0% 
Total 1.7% 6.7% 16.0% 63.0% 12.6% 100.0% 
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 There are a higher percentage of male responses at the exceptional ability level and 
overall. Female responses at the bottom two levels are higher in comparison. This may be a 
gender issue dealing with setting very clear deadlines. 
Table 72  
Time Frame by Gender 
Gender 
No  
Answer 
Basic  
Ability 
Emerging  
Ability 
Working  
Ability 
Exceptional  
Ability Total 
Male 3.1% 6.2% 15.4% 60.0% 15.4% 100.0% 
Female 0.0% 6.9% 19.0% 65.5% 8.6% 100.0% 
Total 1.6% 6.5% 17.1% 62.6% 12.2% 100.0% 
 
 More African American respondents are at the exceptional ability level and also at the 
basic ability level. Caucasian respondents have a larger respondent percentage in the top two 
levels. 
Table 73  
Time Frame by Ethnicity 
Ethnicity 
No  
Answer 
Basic  
Ability 
Emerging  
Ability 
Working  
Ability 
Exceptional 
 Ability Total 
African American 0.0% 12.5% 25.0% 25.0% 37.5% 100.0% 
Caucasian 1.8% 6.3% 16.1% 65.2% 10.7% 100.0% 
Total 1.6% 6.5% 17.1% 62.6% 12.2% 100.0% 
 
 Respondents in the “65 and up” age range have the largest number at the exceptional 
ability level. The “55 to 59” age range has the largest percentage at the working ability level. 
The “35 to 39” age range has the largest percentage at the basic ability level. 
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Table 74  
Time Frame by Age 
Age Range 
No 
 Answer 
Basic  
Ability 
Emerging  
Ability 
Working 
 Ability 
Exceptional  
Ability Total 
25 to 29 50.0% 0.0% 0.0% 50.0% 0.0% 100.0% 
30 to 34 0.0% 0.0% 25.0% 50.0% 25.0% 100.0% 
35 to 39 0.0% 26.7% 26.7% 40.0% 6.7% 100.0% 
40 to 44 0.0% 0.0% 17.4% 78.3% 4.3% 100.0% 
45 to 49 0.0% 10.0% 20.0% 60.0% 10.0% 100.0% 
50 to 54 0.0% 4.3% 17.4% 60.9% 17.4% 100.0% 
55 to 59 0.0% 0.0% 7.7% 84.6% 7.7% 100.0% 
60 to 64 6.3% 6.3% 12.5% 50.0% 25.0% 100.0% 
65 and up 0.0% 0.0% 50.0% 0.0% 50.0% 100.0% 
Total 1.7% 5.8% 16.5% 63.6% 12.4% 100.0% 
 
 The specialist education level has the largest percentage of respondents at the 
exceptional ability level. The master’s education level has the higher percentage at the 
working ability level but not by much over other groups. The bachelor’s education level has a 
high percentage with no answer, and that is a surprise. 
Table 75  
Time Frame by Education 
Education  
No  
Answer 
Basic  
Ability 
Emerging  
Ability 
Working  
Ability 
Exceptional  
Ability Total 
Bachelor’s 16.7% 0.0% 50.0% 33.3% 0.0% 100.0% 
Master’s 1.3% 7.9% 13.2% 68.4% 9.2% 100.0% 
Specialist 0.0% 6.7% 16.7% 56.7% 20.0% 100.0% 
Doctorate 0.0% 0.0% 27.3% 54.5% 18.2% 100.0% 
Total 1.6% 6.5% 17.1% 62.6% 12.2% 100.0% 
 
 Respondents from medium districts have the highest percentage at the exceptional 
ability level. The working ability level is close in percentage, and the respondents from small 
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districts have a large percentage at the emerging ability level. There is nothing standing out 
in this skill by district size.  
Table 76  
Time Frame by District Size 
District Size 
No  
Answer 
Basic  
Ability 
Emerging  
Ability 
Working  
Ability 
Exceptional  
Ability Total 
Large District 0.0% 10.0% 10.0% 65.0% 15.0% 100.0% 
Medium District 5.0% 10.0% 5.0% 60.0% 20.0% 100.0% 
Small District 1.9% 5.8% 25.0% 61.5% 5.8% 100.0% 
Very Small District 0.0% 3.2% 16.1% 64.5% 16.1% 100.0% 
Total 1.6% 6.5% 17.1% 62.6% 12.2% 100.0% 
 
Question 22 deals with a skill for leaders that provides insights into how a decision 
affects others and the consequences of that decision for the organization and other people. 
Each decision by a leader causes a reaction, and an effective leader is aware of the obstacles 
that must be overcome with each decision. The leader understands how each particular 
decision will affect other people who are involved as well as the other people in other parts 
of the organization. The leader anticipates how a singular decision provides an opportunity 
for gain or loss for others. The leader envisions the corresponding moves that will occur, 
leading to results or consequences. The leader has a depth of consideration for the context of 
that decision and how it will or will not move the organization and individuals forward to a 
solution.  
 Attention to restrictions is an awareness of other issues that might impinge on the 
generation of a solution for a complex problem. This skill can also be viewed as the need to 
find out additional information. Even if a solution is framed, there may be restrictions based 
on unknowns at the time. It is also a key factor of the skill to know what problem to address 
and not jump to conclusions about what the problem might be. This is a complex skill that 
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requires more insights than the title indicates.  
Question 22: Attention to RestrictionsYou are aware of and competent with 
the restrictions of issues that may impinge on generating a viable solution. 
You pay attention to the other problems that need to be considered when 
addressing an issue. You pay attention to the consequences, the complexity of 
the consequences, and the positive and negative outcome sensitivity. You 
reflect on each person’s orientation to the gains and losses associated with the 
consequences. 
 The majority of the responses are at the working ability level, like those for the other 
skills. Few responses are at the basic ability level, but the emerging ability level is higher 
than in several other skills. The exceptional ability level is lower than in several of the 
previous skills, perhaps indicating a reflective awareness that the skill has several 
dimensions.  
Table 77  
Attention to Restriction by Response 
Response Frequency Percent Valid Percent 
No Answer 1 0.8 0.8 
Basic Ability 9 7.3 7.3 
Emerging Ability 21 17.1 17.1 
Working Ability 59 48 48 
Exceptional Ability 33 26.8 26.8 
Total 123 100 100 
 
 There are several respondents at the principal, director, and superintendent levels who 
indicate high levels of exceptional ability with this skill. The assistant principal respondents 
are high at the basic ability level. There is a widespread ability level across many of the job 
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responsibilities in this skill, indicating a complexity and lack of confidence on the part of the 
respondents. 
Table 78  
Attention to Restriction by Job Title 
Job Title 
No 
 Answer 
Basic 
 Ability 
Emerging  
Ability 
Working  
Ability 
Exceptional 
 Ability Total 
Teacher Leader 25.0% 25.0% 0.0% 50.0% 0.0% 100.0% 
Asst. Principal 0.0% 50.0% 50.0% 0.0% 0.0% 100.0% 
Principal - EL 0.0% 7.5% 22.5% 37.5% 32.5% 100.0% 
Principal - MS 0.0% 6.7% 20.0% 53.3% 20.0% 100.0% 
Principal - HS 0.0% 10.5% 15.8% 47.4% 26.3% 100.0% 
Director 0.0% 11.1% 11.1% 55.6% 22.2% 100.0% 
CFO/Business 0.0% 0.0% 100.0% 0.0% 0.0% 100.0% 
Asst. Superintendent 0.0% 0.0% 0.0% 50.0% 50.0% 100.0% 
Superintendent 0.0% 0.0% 11.1% 63.0% 25.9% 100.0% 
Total 0.8% 7.3% 17.1% 48.0% 26.8% 100.0% 
 
 The respondents who noted a leadership years range of “10 to 15 years” and “>30 
years” provide higher respondent percentages for exceptional ability. The “1 to 3 years” and 
“25 to 30 years” leadership experience ranges have higher percentages of responses at the 
basic ability level. The higher the leadership experience ranges, the higher the percentage for 
higher ability levels. 
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Table 79  
Attention to Restriction by Leadership Years 
Leadership Years 
No  
Answer 
Basic  
Ability 
Emerging  
Ability 
Working  
Ability 
Exceptional  
Ability Total 
< 1 Year 20.0% 0.0% 40.0% 20.0% 20.0% 100.0% 
1 to 3 Years 0.0% 22.2% 44.4% 33.3% 0.0% 100.0% 
3 to 5 Years 0.0% 11.1% 44.4% 33.3% 11.1% 100.0% 
5 to 10 Years 0.0% 14.3% 14.3% 50.0% 21.4% 100.0% 
10 to 15 Years 0.0% 0.0% 10.0% 46.7% 43.3% 100.0% 
15 to 20 Years 0.0% 0.0% 6.3% 62.5% 31.3% 100.0% 
20 to 25 Years 0.0% 0.0% 12.5% 75.0% 12.5% 100.0% 
25 to 30 Years 0.0% 33.3% 16.7% 16.7% 33.3% 100.0% 
> 30 Years 0.0% 0.0% 0.0% 50.0% 50.0% 100.0% 
Total 0.8% 7.6% 16.8% 47.1% 27.7% 100.0% 
 
 The male and female respondents are so close in the percentages of ability at each 
response level that they are not included for this question (d).  
 The Caucasian respondents have a wider range of ability levels by percentages than 
the African American respondents, yet overall the responses are similar (e). 
 The older the respondents are, the more they report having exceptional ability. The 
age range of “25 to 29” has a high percentage with no answer. This may be a skill that is 
unfamiliar due to the lack of maturity of these respondents.  
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Table 80  
Attention to Restriction by Age Range 
Age Range 
No  
Answer 
Basic  
Ability 
Emerging  
Ability 
Working  
Ability 
Exceptional  
Ability Total 
25 to 29 50.0% 50.0% 0.0% 0.0% 0.0% 100.0% 
30 to 34 0.0% 0.0% 25.0% 50.0% 25.0% 100.0% 
35 to 39 0.0% 13.3% 33.3% 33.3% 20.0% 100.0% 
40 to 44 0.0% 4.3% 17.4% 47.8% 30.4% 100.0% 
45 to 49 0.0% 10.0% 30.0% 40.0% 20.0% 100.0% 
50 to 54 0.0% 4.3% 8.7% 65.2% 21.7% 100.0% 
55 to 59 0.0% 0.0% 7.7% 65.4% 26.9% 100.0% 
60 to 64 0.0% 6.3% 25.0% 18.8% 50.0% 100.0% 
65 and up 0.0% 0.0% 0.0% 100.0% 0.0% 100.0% 
Total 0.8% 5.8% 17.4% 48.8% 27.3% 100.0% 
 
 The respondents with a doctoral degree have a stronger perception of ability than the 
respondents with lower degrees. The complexity of the skill may be more understandable to 
respondents with an advanced degree. A higher percentage of respondents with a bachelor’s 
degree indicate a basic ability, which coincides with the younger respondents at that same 
level. 
Table 81  
Attention to Restriction by Education 
Education 
No  
Answer 
Basic  
Ability 
Emerging 
 Ability 
Working 
 Ability 
Exceptional  
Ability Total 
Bachelor’s 16.7% 16.7% 16.7% 50.0% 0.0% 100.0% 
Master’s 0.0% 7.9% 18.4% 51.3% 22.4% 100.0% 
Specialist 0.0% 6.7% 16.7% 40.0% 36.7% 100.0% 
Doctorate 0.0% 0.0% 9.1% 45.5% 45.5% 100.0% 
Total 0.8% 7.3% 17.1% 48.0% 26.8% 100.0% 
 
 Respondents from large districts have a higher percentage at the exceptional ability 
level. This may be the result of the need to be engaged with more people with different goals 
  162
and points of view. Respondents from very small districts have a larger percentage at the top 
two ability levels. 
Table 82  
Attention to Restriction by District Size 
District Size 
No  
Answer 
Basic 
Ability 
Emerging  
Ability 
Working  
Ability 
Exceptional  
Ability Total 
Large District 0.0% 10.0% 10.0% 40.0% 40.0% 100.0% 
Medium District 0.0% 10.0% 30.0% 25.0% 35.0% 100.0% 
Small District 1.9% 7.7% 23.1% 44.2% 23.1% 100.0% 
Very Small District 0.0% 3.2% 3.2% 74.2% 19.4% 100.0% 
Total 0.8% 7.3% 17.1% 48.0% 26.8% 100.0% 
 
Question 23 provides insight into the skill that effective leaders have in the social 
judgment area so the leader can reflect on the personal goals of each individual in the 
organization in direct relationship to the personal goals of the leader. As decisions are made 
and tasks assigned, understanding the individual strengths and weaknesses of each individual 
in relation to that individual’s personal goals will help provide a deeper understanding of 
what can happen as a result of a decision. It is a key social component to understand where 
each individual pictures himself within the organization and how that picture relates to 
personal career enhancement. The leader knows what should be next for his personal and 
professional development and the interaction of how that development will affect others in 
the organization.  
Setting goals within the educational context is an important variable in the motivation 
of others. A goal may be defined as a model or an integrated pattern of beliefs, attributions, 
and feelings that guide behavior (Weiner, 1986). Some authors distinguish between task-
oriented goals and self-oriented goals (Dweck, 1986). Task-oriented goals imply the search 
for performance, while self-oriented goals imply the desire to demonstrate competence to 
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others and obtain positive judgments (Ames & Archer, 1988). 
Question 23: Self-Oriented GoalsYou reflect on your and others’ individual 
desires and competencies in order to obtain positive judgments and avoid 
negative judgments. You have an idea of your personal career enhancement 
and consistently evaluate yourself and others for personal development. 
 The majority of the responses are at the working ability level. The exceptional ability 
level is nearly 25% of the responses. There were no responses indicating this skill was not 
essential and few responses at the lower ability levels.  
Table 83  
Self-Oriented Goals by Response 
Responses Frequency Percent Valid Percent 
No Answer 1 0.8 0.8 
Basic Ability 11 8.9 8.9 
Emerging Ability 16 13 13 
Working Ability 65 52.8 52.8 
Exceptional Ability 30 24.4 24.4 
Total 123 100 100 
 
 Elementary principal and assistant superintendent respondents have high levels of 
exceptional ability with this skill. Director respondents have the highest level of working 
ability, with the superintendent respondents near that percentage. Assistant principal and 
middle school principal respondents have the highest percentage at the basic ability level. 
Middle school principal respondents also had a high number at the emerging ability level.  
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Table 84  
Self-Oriented Goals by Job Title 
Job Title 
No  
Answer 
Basic  
Ability 
Emerging  
Ability 
Working 
 Ability 
Exceptional  
Ability Total 
Other 0.0% 0.0% 0.0% 100.0% 0.0% 100.0% 
Teacher Leader 25.0% 0.0% 0.0% 25.0% 50.0% 100.0% 
Asst. Principal 0.0% 50.0% 0.0% 50.0% 0.0% 100.0% 
Principal - EL 0.0% 12.5% 7.5% 47.5% 32.5% 100.0% 
Principal - MS 0.0% 13.3% 26.7% 40.0% 20.0% 100.0% 
Principal - HS 0.0% 10.5% 21.1% 47.4% 21.1% 100.0% 
Director 0.0% 11.1% 11.1% 77.8% 0.0% 100.0% 
CFO/Business 0.0% 0.0% 100.0% 0.0% 0.0% 100.0% 
Asst. Superintendent 0.0% 0.0% 0.0% 25.0% 75.0% 100.0% 
Superintendent 0.0% 0.0% 11.1% 70.4% 18.5% 100.0% 
Total 0.8% 8.9% 13.0% 52.8% 24.4% 100.0% 
 
 Regarding leadership years, the “10 to 15 years” respondent group has the highest 
percentage at the exceptional ability level. The “25 to 30 years” respondents have the highest 
percentage at the basic ability level. Perhaps that is due to those individuals being closer to 
the end of their careers when goal orientation is not as important to them. The “>30 years” 
respondents had the highest percentage at the top two ability levels. This is opposite of the 
previous group and it is hard to determine why there is a difference between the two groups. 
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Table 85  
Self-Oriented Goals by Leadership Years 
Leadership Years 
No 
 Answer 
Basic 
 Ability 
Emerging 
 Ability 
Working 
 Ability 
Exceptional  
bility Total 
< 1 Year 20.0% 0.0% 60.0% 0.0% 20.0% 100.0% 
1 to 3 Years 0.0% 11.1% 22.2% 66.7% 0.0% 100.0% 
3 to 5 Years 0.0% 0.0% 11.1% 88.9% 0.0% 100.0% 
5 to 10 Years 0.0% 21.4% 3.6% 50.0% 25.0% 100.0% 
10 to 15 Years 0.0% 3.3% 23.3% 33.3% 40.0% 100.0% 
15 to 20 Years 0.0% 0.0% 6.3% 75.0% 18.8% 100.0% 
20 to 25 Years 0.0% 12.5% 0.0% 62.5% 25.0% 100.0% 
25 to 30 Years 0.0% 33.3% 0.0% 33.3% 33.3% 100.0% 
> 30 Years 0.0% 0.0% 0.0% 87.5% 12.5% 100.0% 
Total 0.8% 9.2% 12.6% 53.8% 23.5% 100.0% 
 
 The female respondents have a much higher percentage at the exceptional ability 
level, but when the top two ability levels are combined, the male and female respondents are 
similar. It may be that female respondents are more goal-oriented than their male 
counterparts. The female respondents also have the highest percentage at the basic ability 
level, making for a wider placement.  
Table 86 
Self-Oriented Goals by Gender 
Gender 
No  
Answer 
Basic 
 Ability 
Emerging 
 Ability 
Working 
Ability 
Exceptional  
Ability Total 
Male 1.5% 6.2% 13.8% 60.0% 18.5% 100.0% 
Female 0.0% 12.1% 12.1% 44.8% 31.0% 100.0% 
Total 0.8% 8.9% 13.0% 52.8% 24.4% 100.0% 
 
 African American respondents have a higher percentage at the exceptional ability 
level, but when the top two ability levels are combined the Caucasian respondents have a 
higher percentage, following previously seen patterns (e).  
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Table 87  
Self-Oriented Goals by Ethnicity 
Ethnicity 
No 
 Answer 
Basic  
Ability 
Emerging  
Ability 
Working  
Ability 
Exceptional  
Ability Total 
African American 0.0% 12.5% 25.0% 25.0% 37.5% 100.0% 
Caucasian 0.9% 8.9% 12.5% 53.6% 24.1% 100.0% 
Total 0.8% 8.9% 13.0% 52.8% 24.4% 100.0% 
 
 The “45 to 49” age range respondents have the highest percentage at the exceptional 
ability level but a lesser percentage when the top two levels are added together. The “35 to 
39” age range respondents have the highest percentage at the basic ability level. The older 
age range of “65 and up” has 100% of the respondents in the working ability level. This 
group has set goals many times and may have a better understanding of goal setting due to 
practice over the years.  
Table 88  
Self-Oriented Goals by Age Range 
Age Range 
No  
Answer 
Basic  
Ability 
Emerging  
Ability 
Working 
 Ability 
Exceptional  
Ability Total 
25 to 29 50.0% 0.0% 0.0% 50.0% 0.0% 100.0% 
30 to 34 0.0% 0.0% 25.0% 50.0% 25.0% 100.0% 
35 to 39 0.0% 26.7% 13.3% 46.7% 13.3% 100.0% 
40 to 44 0.0% 0.0% 21.7% 60.9% 17.4% 100.0% 
45 to 49 0.0% 10.0% 30.0% 20.0% 40.0% 100.0% 
50 to 54 0.0% 0.0% 17.4% 52.2% 30.4% 100.0% 
55 to 59 0.0% 0.0% 3.8% 73.1% 23.1% 100.0% 
60 to 64 0.0% 25.0% 0.0% 37.5% 37.5% 100.0% 
65 and up 0.0% 0.0% 0.0% 100.0% 0.0% 100.0% 
Total 0.8% 7.4% 13.2% 53.7% 24.8% 100.0% 
 
 The respondents with a specialist degree have the highest percentage at the 
exceptional ability level and the highest percentage at the basic ability level. Respondents 
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with a bachelor’s degree have the highest percentage with no answer. This may again show a 
lack of understanding of leadership skills on the part of individuals with a lack of advanced 
education. The respondents with a doctorate degree have the highest percentage at the top 
two levels.  
Table 89  
Self-Oriented Goals by Education 
Education 
No  
Answer 
Basic 
 Ability 
Emerging  
Ability 
Working 
Ability 
Exceptional  
Ability Total 
Bachelor’s 16.7% 0.0% 0.0% 83.3% 0.0% 100.0% 
Master’s 0.0% 9.2% 14.5% 53.9% 22.4% 100.0% 
Specialist 0.0% 13.3% 16.7% 40.0% 30.0% 100.0% 
Doctorate 0.0% 0.0% 0.0% 63.6% 36.4% 100.0% 
Total 0.8% 8.9% 13.0% 52.8% 24.4% 100.0% 
 
 The respondents from medium-size districts have the highest percentage in the 
exceptional ability and basic ability levels. Respondents from very small districts have the 
largest percentage in the top two categories.  
Table 90 
Self-Oriented Goals by District Size 
District Size 
No 
 Answer 
Basic  
Ability 
Emerging  
Ability 
Working  
Ability 
Exceptional  
Ability Total 
Large District 0.0% 10.0% 0.0% 65.0% 25.0% 100.0% 
Medium District 0.0% 20.0% 20.0% 15.0% 45.0% 100.0% 
Small District 1.9% 7.7% 21.2% 55.8% 13.5% 100.0% 
Very Small District 0.0% 3.2% 3.2% 64.5% 29.0% 100.0% 
Total 0.8% 8.9% 13.0% 52.8% 24.4% 100.0% 
 
Question 24 is still within the Social Judgment Skills category. When a leader works 
on the goals of an organization, even when those goals are not personal, there is a key factor 
of how this will affect the social aspects of others and the overall culture in the organization. 
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Leaders are responsible for the goals of an organization. This leadership skill may appear 
simple because almost all organizations set goals. However, the context of the social 
judgment also means that there is an expectation of change within the organization, as 
individuals must adapt, learn, or change in order to reach the goals set forth by the leader. 
The leader also must be actively involved with the changes that need to take place in order to 
reach the goals that have been set forth. Goals must be communicated effectively and should 
contain key information on how the goals improve organizational and individual 
performance.  
 In the pursuit of setting organizational goals, a leader must indicate the most 
important problems to address, key information needed to resolve the problem, and other 
problems that must be considered (Mumford, 1992). Leaders must be willing to exert control 
and influence over subordinates. The intent is the advancement of the organization and 
revolves around activities that involve the direction given to personnel to achieve the 
organizational goals (Mumford, 1992).  
Question 24: Organizational GoalsYou pay attention to the organizational 
goals, the restrictions, the time span, realisms, complexity, and abstraction at 
all organizational levels. You help to determine organizational goals or 
improve organizational performance while evaluating others and yourself with 
the organizational goals in mind. You are actively involved with developing 
yourself and others to reach the organizational goals. 
 The majority of the responses are in the working ability level, similar to the other 
skills. The exceptional ability level is just over 25% of the responses. There were no 
responses indicating this skill as nonessential and few responses at the lower levels.  
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Table 91 
Organizational Goals by Response 
Responses Frequency Percent Valid Percent 
No Answer 2 1.6 1.6 
Basic Ability 9 7.3 7.3 
Emerging Ability 15 12.2 12.2 
Working Ability 64 52 52 
Exceptional Ability 33 26.8 26.8 
Total 123 100 100 
 
 The superintendent and assistant superintendent respondents have the highest 
percentage at the exceptional ability level. The assistant principal respondents have the 
highest percentage at the basic ability level; this makes sense, as that position is not normally 
focused on the organization as much as it is on individual performance. Almost all categories 
of respondents have at least 50% at the working ability level. It is noted that the CFO 
respondents are all at the emerging ability level. This may be a symptom of how many 
individuals in that position have not entered the position by moving along the normal job 
paths of most administrators.  
Table 92  
Organizational Goals by Job Title 
Job Title 
No  
Answer 
Basic  
Ability 
Emerging  
Ability 
Working  
Ability 
Exceptional  
Ability Total 
Teacher Leader 25.0% 0.0% 0.0% 50.0% 25.0% 100.0% 
Asst. Principal 0.0% 50.0% 0.0% 50.0% 0.0% 100.0% 
Principal - EL 0.0% 5.0% 12.5% 55.0% 27.5% 100.0% 
Principal - MS 0.0% 13.3% 26.7% 53.3% 6.7% 100.0% 
Principal - HS 5.3% 15.8% 0.0% 52.6% 26.3% 100.0% 
Director 0.0% 0.0% 33.3% 44.4% 22.2% 100.0% 
CFO/Business 0.0% 0.0% 100.0% 0.0% 0.0% 100.0% 
Asst. Superintendent 0.0% 25.0% 0.0% 25.0% 50.0% 100.0% 
Superintendent 0.0% 0.0% 7.4% 55.6% 37.0% 100.0% 
Total 1.6% 7.3% 12.2% 52.0% 26.8% 100.0% 
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Respondents with more than 30 years of leadership experience have the highest 
percentage for exceptional ability, followed by respondents with 10 to 15 years of 
experience. Respondents with 5 to 10 years of experience have the highest percentage at the 
basic ability level. 
Table 93  
Organizational Goals by Leadership Years 
Leadership Years 
No 
 Answer 
Basic 
 Ability 
Emerging 
 Ability 
Working 
 Ability 
Exceptional 
 Ability Total 
< 1 Year 20.0% 0.0% 20.0% 40.0% 20.0% 100.0% 
1 to 3 Years 0.0% 11.1% 33.3% 55.6% 0.0% 100.0% 
3 to 5 Years 0.0% 11.1% 11.1% 77.8% 0.0% 100.0% 
5 to 10 Years 0.0% 17.9% 10.7% 50.0% 21.4% 100.0% 
10 to 15 Years 0.0% 0.0% 13.3% 46.7% 40.0% 100.0% 
15 to 20 Years 0.0% 6.3% 6.3% 56.3% 31.3% 100.0% 
20 to 25 Years 0.0% 0.0% 0.0% 75.0% 25.0% 100.0% 
25 to 30 Years 0.0% 16.7% 16.7% 50.0% 16.7% 100.0% 
> 30 Years 0.0% 0.0% 12.5% 25.0% 62.5% 100.0% 
Total 0.8% 7.6% 12.6% 52.1% 26.9% 100.0% 
 
 Male respondents have a higher percentage at the exceptional ability level with this 
skill, but female respondents have a higher percentage in the top two ability levels (d). The 
difference is not significant.  
 The respondent percentages by ethnicity for this skill are nearly the same as for the 
other skills and are not significant (e). 
 Respondents from the “65 and up” and “45 to 49” age ranges have the highest 
percentages in the exceptional ability level. Respondents in the “35 to 39” age range have the 
highest percentage at the basic ability level and a scattered response. It is noted that all 
respondents in the “30 to 34” age range have the same response at the working ability level.  
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Table 94  
Organizational Goals by Age Range 
Age Range 
No  
Answer 
Basic  
Ability 
Emerging  
Ability 
Working 
 Ability 
Exceptional 
 Ability Total 
25 to 29 50.0% 0.0% 0.0% 50.0% 0.0% 100.0% 
30 to 34 0.0% 0.0% 0.0% 100.0% 0.0% 100.0% 
35 to 39 0.0% 20.0% 26.7% 33.3% 20.0% 100.0% 
40 to 44 0.0% 0.0% 21.7% 65.2% 13.0% 100.0% 
45 to 49 0.0% 10.0% 30.0% 20.0% 40.0% 100.0% 
50 to 54 0.0% 4.3% 0.0% 60.9% 34.8% 100.0% 
55 to 59 3.8% 3.8% 3.8% 57.7% 30.8% 100.0% 
60 to 64 0.0% 12.5% 6.3% 43.8% 37.5% 100.0% 
65 and up 0.0% 0.0% 0.0% 50.0% 50.0% 100.0% 
Total 1.7% 6.6% 11.6% 52.9% 27.3% 100.0% 
 
 Respondents with a specialist degree indicate a higher percentage at the exceptional 
ability level, as has been noted a few times previously. Respondents with a master’s degree 
have the higher percentage at the basic ability level; respondents with a doctorate are close to 
the same percentage, thus making the higher degree level suspicious for this skill. A large 
percentage of the respondents with a bachelor’s degree did not answer, and that may be 
because those individuals are not associated with the organization as much as they are with 
the individual.  
Table 95 
Organizational Goals by Education 
Education 
No  
Answer 
Basic 
 Ability 
Emerging  
Ability 
Working  
Ability 
Exceptional  
Ability Total 
Bachelor’s 16.7% 0.0% 0.0% 66.7% 16.7% 100.0% 
Master’s 1.3% 9.2% 11.8% 53.9% 23.7% 100.0% 
Specialist 0.0% 3.3% 16.7% 43.3% 36.7% 100.0% 
Doctorate 0.0% 9.1% 9.1% 54.5% 27.3% 100.0% 
Total 1.6% 7.3% 12.2% 52.0% 26.8% 100.0% 
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 Respondents from large and medium districts have the highest percentages in the 
exceptional ability level. The larger the district, the more clearly defined the goals might be 
to move the entire organization forward. Medium districts also have the larger number of 
respondents in the basic ability level and a scattered response. Large-district respondents 
have the larger percentages in the top two ability levels. 
Table 96  
Organizational Goals by District Size 
District Size 
No 
Answer 
Basic 
 Ability 
Emerging  
Ability 
Working 
 Ability 
Exceptional  
Ability Total 
Large District 0.0% 5.0% 0.0% 60.0% 35.0% 100.0% 
Medium District 0.0% 20.0% 20.0% 25.0% 35.0% 100.0% 
Small District 3.8% 5.8% 17.3% 53.8% 19.2% 100.0% 
Very Small District 0.0% 3.2% 6.5% 61.3% 29.0% 100.0% 
Total 1.6% 7.3% 12.2% 52.0% 26.8% 100.0% 
 
Social Skills 
 School leaders work in a social context, making social skills a mandatory part of 
being an effective leader. Social skills in this sense include not only traditional skills such as 
persuasion and negotiation, but also skills such as social communication, building consensus, 
and establishing goals and vision (Zaccaro, Gilbert, Thor, & Mumford, 1991). A school 
leader is effective when the leader has a depth of skills related to the understanding of the 
people with whom the leader is working. This includes but is not limited to their capabilities, 
needs, desires, goals, beliefs, and attitudes. 
 The effective application of social skills for leaders depends on knowledge gains and 
practice in a leadership setting. Solving leadership problems in a social skills context 
includes having the knowledge of (1) the tasks at hand, (2) the organization, and (3) the 
people with whom one works (Zaccaro, Marks, O’Connor-Boes, & Costanza, 1995).  
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 A school leader must find and implement socially acceptable solutions, and that puts 
a premium on social skills (Zaccaro, Gilbert, Thor, & Mumford, 1991), especially skills used 
in acquiring information, framing actions, and promoting coherent actions on the part of the 
group. From that perspective, there is a clear need for communication of a shared vision and 
mission in the implementation of problem solving for the organization.  
 An increasingly intimate knowledge of peers, subordinates, and superiors is an 
important factor in the skill set involving social skills. School leaders must be able to 
formulate a plan that works, and they must do that within the social context of the 
organization. This includes marshaling support, communicating a vision, guiding 
subordinates, and motivating others. School leaders must be able to understand and work 
with others (Zaccaro, Gilbert, Thor, & Mumford, 1991). 
 General social skills are also necessary to motivate subordinates to work together to 
implement the leaders’ intended solution. Leaders must be able to get along with others, 
work with others, and ensure that others are able to perform at the necessary levels. 
Questions 25 through 30 
Question 25 begins another set of skills with an introspective concept. Social skills 
work with internal processes dealing with the communication or the message relating to 
complex problems and the work of others. There is persuasive communication that happens 
from internal and external points of view. The leadership skill of self-reflectivity helps to 
predict change based on experiences, successes, and mistakes. It is a reflective exercise for 
individuals and groups. Effective leaders openly reflect on ideas and intuitive feelings with 
others within the organization. That reflectivity supports openness for dialogue and 
collaborative decision-making. Self-reflectivity has been widely used in different contexts 
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and is more easily understood than many of the other skills. 
 Self-objectivity is to know one’s strengths and weaknesses and have the ability to 
work around them. Self-reflectivity is to be introspective and intuitive and to have a good 
understanding of self based on past experiences and past mistakes.   
Question 25: Self-ReflectivityYou are introspective, intuitive, with a good 
understanding of yourself and your abilities based on past experiences, 
successes, failures, and problems. You have the ability to learn from 
experiences and past mistakes and not repeat poor decisions. 
 This is the first skill that has more respondents answering as having exceptional 
ability than a working ability. While the trend has been broken with this skill, it may be a 
change because many leaders have heard the terminology and want to think of themselves as 
a reflective individual.  
Table 97 
Self-Reflectivity by Responses 
Responses Frequency Percent Valid Percent 
No Answer 2 1.6 1.6 
Basic Ability 7 5.7 5.7 
Emerging Ability 12 9.8 9.8 
Working Ability 46 37.4 37.4 
Exceptional Ability 56 45.5 45.5 
Total 123 100 100 
 
The business leader position has the highest percentage of respondents at the 
exceptional ability level, which is a surprise. Assistant principal respondents have a high 
percentage at the basic ability level, indicating a lack of understanding of the skill or a lack of 
opportunity to practice the skill. The assistant superintendent position covers only the two top 
levels, but most of the respondents are at the high levels.  
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Table 98  
Self-Reflectivity by Job Title 
Job Title 
No  
Answer 
Basic  
Ability 
Emerging  
Ability 
Working  
Ability 
Exceptional  
Ability Total 
Teacher Leader 25.0% 0.0% 0.0% 25.0% 50.0% 100.0% 
Asst. Principal 0.0% 50.0% 0.0% 50.0% 0.0% 100.0% 
Principal – EL 0.0% 7.5% 7.5% 27.5% 57.5% 100.0% 
Principal – MS 0.0% 6.7% 40.0% 26.7% 26.7% 100.0% 
Principal – HS 5.3% 10.5% 5.3% 36.8% 42.1% 100.0% 
Director 0.0% 0.0% 22.2% 33.3% 44.4% 100.0% 
CFO/Business 0.0% 0.0% 0.0% 0.0% 100.0% 100.0% 
Asst. Superintendent 0.0% 0.0% 0.0% 25.0% 75.0% 100.0% 
Superintendent 0.0% 0.0% 0.0% 63.0% 37.0% 100.0% 
Total 1.6% 5.7% 9.8% 37.4% 45.5% 100.0% 
 
 Respondents with 10 to 15 years of leadership experience indicate the highest 
percentage with exceptional ability. This may, in part, be in response to what they are 
learning while attending college and then moving into their first leadership position. 
Respondents with 25 to 30 years of leadership experience indicate the highest percentage in 
the basic ability level. This difference may be due to the changes happening at the school 
level where newer leaders are being called upon to be more reflective.  
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Table 99  
Self-Reflectivity by Leadership Years 
Leadership Years No Answer 
Basic 
 Ability 
Emerging  
Ability 
Working  
Ability 
Exceptional 
 Ability Total 
< 1 Year 20.0% 0.0% 40.0% 20.0% 20.0% 100.0% 
1 to 3 Years 0.0% 0.0% 22.2% 77.8% 0.0% 100.0% 
3 to 5 Years 0.0% 11.1% 0.0% 44.4% 44.4% 100.0% 
5 to 10 Years 3.6% 14.3% 10.7% 32.1% 39.3% 100.0% 
10 to 15 Years 0.0% 0.0% 6.7% 23.3% 70.0% 100.0% 
15 to 20 Years 0.0% 0.0% 6.3% 37.5% 56.3% 100.0% 
20 to 25 Years 0.0% 0.0% 12.5% 37.5% 50.0% 100.0% 
25 to 30 Years 0.0% 33.3% 0.0% 33.3% 33.3% 100.0% 
> 30 Years 0.0% 0.0% 0.0% 87.5% 12.5% 100.0% 
Total 1.7% 5.9% 9.2% 38.7% 44.5% 100.0% 
 
Female respondents have a higher percentage at the exceptional ability level and at 
the basic ability level, but the differences are not significant (d).  
African American respondents have a higher percentage at the exceptional ability 
level and also have a significant percentage who did not answer. Caucasian respondents have 
a higher percentage in the top two levels. 
Table 100  
Self-Reflectivity by Ethnicity 
Ethnicity 
No  
Answer 
Basic  
Ability 
Emerging 
 Ability 
Working  
Ability 
Exceptional  
Ability Total 
African American 12.5% 0.0% 12.5% 12.5% 62.5% 100.0% 
Caucasian 0.9% 6.3% 9.8% 40.2% 42.9% 100.0% 
Total 1.6% 5.7% 9.8% 37.4% 45.5% 100.0% 
 
Respondents in the “50 to 54” age range have a higher percentage in the exceptional 
ability level, yet the “65 and up” age range has 100% of the respondents at a working ability 
level. It is interesting that the “60 to 64” age range has lower percentages in the exceptional 
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ability level and in the combined top two ability levels compared to the younger counterparts. 
This group also has the highest percentage at the basic ability level. The “25 to 29” age range 
has 50% of the respondents with no answer.  
Table 101  
Self-Reflectivity by Age Range 
Age Range 
No  
Answer 
Basic  
Ability 
Emerging 
 Ability 
Working 
 Ability 
Exceptional  
Ability Total 
25 to 29 50.0% 0.0% 0.0% 50.0% 0.0% 100.0% 
30 to 34 0.0% 0.0% 0.0% 75.0% 25.0% 100.0% 
35 to 39 6.7% 6.7% 20.0% 40.0% 26.7% 100.0% 
40 to 44 0.0% 0.0% 13.0% 30.4% 56.5% 100.0% 
45 to 49 0.0% 10.0% 20.0% 30.0% 40.0% 100.0% 
50 to 54 0.0% 4.3% 4.3% 30.4% 60.9% 100.0% 
55 to 59 0.0% 0.0% 3.8% 38.5% 57.7% 100.0% 
60 to 64 0.0% 12.5% 12.5% 43.8% 31.3% 100.0% 
65 and up 0.0% 0.0% 0.0% 100.0% 0.0% 100.0% 
Total 1.7% 4.1% 9.9% 38.0% 46.3% 100.0% 
 
Respondents with a doctorate degree have the highest percentage at the exceptional 
ability level and the combined two top ability levels. A large number of those with a 
bachelor’s degree have no answer. The master’s degree respondents have the most varied 
responses.  
Table 102  
Self-Reflectivity by Education 
Education 
No 
 Answer 
Basic  
Ability 
Emerging  
Ability 
Working 
 Ability 
Exceptional 
Ability Total 
Bachelor’s 16.7% 0.0% 0.0% 66.7% 16.7% 100.0% 
Master’s 1.3% 6.6% 9.2% 38.2% 44.7% 100.0% 
Specialist 0.0% 6.7% 16.7% 26.7% 50.0% 100.0% 
Doctorate 0.0% 0.0% 0.0% 45.5% 54.5% 100.0% 
Total 1.6% 5.7% 9.8% 37.4% 45.5% 100.0% 
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Respondents from medium districts have the highest percentage at the exceptional 
ability level and also at the basic ability level. Respondents from very small districts have the 
highest percentages at the top two ability levels.  
Table 103  
Self-Reflectivity by District Size 
District Size 
No 
 Answer 
Basic 
 Ability 
Emerging  
Ability 
Working 
 Ability 
Exceptional  
Ability Total 
Large District 0.0% 5.0% 10.0% 40.0% 45.0% 100.0% 
Medium District 5.0% 10.0% 15.0% 15.0% 55.0% 100.0% 
Small District 1.9% 7.7% 7.7% 44.2% 38.5% 100.0% 
Very Small District 0.0% 0.0% 9.7% 38.7% 51.6% 100.0% 
Total 1.6% 5.7% 9.8% 37.4% 45.5% 100.0% 
 
Question 26 asks leaders to look at themselves with a clear picture of what the leader 
is capable of doing and what others around the leader may do better. The leader recognizes 
the role that he can and should play for the benefit of the larger organization.  
 Self-objectivity is to know one’s strengths and weaknesses and have the ability to 
work around them. Self-reflectivity is to be introspective and intuitive and to have a good 
understanding of self based on past experiences and past mistakes.   
Question 26: Self-ObjectivityYou know and understand your strengths and 
weaknesses and you are able to work with or around them for the betterment 
of the organization and yourself. 
 This skill has more respondents indicating a working ability than an exceptional 
ability. This is in contrast to the last skill and provides some insight into what leaders can and 
cannot do. There are still a large percentage of respondents at the exceptional ability level but 
not as many as expected given the close relationship between reflectivity and objectivity.  
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Table 104  
Self-Objectivity by Responses 
Responses Frequency Percent Valid Percent 
No Answer 2 1.6 1.6 
Basic Ability 9 7.3 7.3 
Emerging Ability 11 8.9 8.9 
Working Ability 56 45.5 45.5 
Exceptional Ability 45 36.6 36.6 
Total 123 100 100 
 
Assistant superintendent respondents have the highest percentage at the exceptional 
ability level. Assistant principals have the highest percentage at the basic ability and 
emerging ability levels. The high school principal position has the widest range of responses. 
The CFO has all responses at the working ability level; it might be easier to understand that 
position being more objective.  
Table 105  
Self-Objectivity by Job Title 
Job Title 
No  
Answer 
Basic 
 Ability 
Emerging 
 Ability 
Working  
Ability 
Exceptional  
Ability Total 
Teacher Leader 25.0% 0.0% 0.0% 50.0% 25.0% 100.0% 
Asst. Principal 0.0% 50.0% 50.0% 0.0% 0.0% 100.0% 
Principal – EL 0.0% 10.0% 5.0% 32.5% 52.5% 100.0% 
Principal – MS 0.0% 20.0% 13.3% 53.3% 13.3% 100.0% 
Principal – HS 5.3% 5.3% 10.5% 42.1% 36.8% 100.0% 
Director 0.0% 0.0% 22.2% 44.4% 33.3% 100.0% 
CFO/Business 0.0% 0.0% 0.0% 100.0% 0.0% 100.0% 
Asst. Superintendent 0.0% 0.0% 0.0% 25.0% 75.0% 100.0% 
Superintendent 0.0% 0.0% 7.4% 70.4% 22.2% 100.0% 
Total 1.6% 7.3% 8.9% 45.5% 36.6% 100.0% 
 
Leaders with 10 to 15 years in a leadership position have the highest percentage at the 
exceptional ability level, followed closely by the “15 to 20 years” group. Respondents with 5 
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to 10 years of experience have the highest percentage at the basic ability level. Respondents 
in the “> 30 years of leadership experience” group have the highest percentage at the top two 
levels. 
Table 106  
Self-Objectivity by Leadership Years 
Leadership Years 
No  
Answer 
Basic  
Ability 
Emerging 
 Ability 
Working 
 Ability 
Exceptional 
 Ability Total 
< 1 Year 20.0% 0.0% 20.0% 40.0% 20.0% 100.0% 
1 to 3 Years 0.0% 11.1% 22.2% 55.6% 11.1% 100.0% 
3 to 5 Years 11.1% 0.0% 11.1% 33.3% 44.4% 100.0% 
5 to 10 Years 0.0% 17.9% 10.7% 46.4% 25.0% 100.0% 
10 to 15 Years 0.0% 3.3% 3.3% 40.0% 53.3% 100.0% 
15 to 20 Years 0.0% 0.0% 6.3% 43.8% 50.0% 100.0% 
20 to 25 Years 0.0% 12.5% 0.0% 50.0% 37.5% 100.0% 
25 to 30 Years 0.0% 16.7% 16.7% 33.3% 33.3% 100.0% 
> 30 Years 0.0% 0.0% 0.0% 87.5% 12.5% 100.0% 
Total 1.7% 7.6% 8.4% 46.2% 36.1% 100.0% 
 
Female respondents have a higher percentage at the exceptional ability level, and 
male respondents have a wider display of levels. 
Table 107  
Self-Objectivity by Gender 
Gender 
No 
 Answer 
Basic  
Ability 
Emerging 
 Ability 
Working 
 Ability 
Exceptional  
Ability Total 
Male 3.1% 4.6% 7.7% 55.4% 29.2% 100.0% 
Female 0.0% 10.3% 10.3% 34.5% 44.8% 100.0% 
Total 1.6% 7.3% 8.9% 45.5% 36.6% 100.0% 
 
Respondent percentages by ethnicity are different mostly at the emerging ability 
level, where a larger number of African American respondents indicate that level.  
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Table 108  
Self-Objectivity by Ethnicity 
Ethnicity 
No  
Answer 
Basic  
Ability 
Emerging  
Ability 
Working  
Ability 
Exceptional  
Ability Total 
African American 0.0% 0.0% 25.0% 37.5% 37.5% 100.0% 
Caucasian 1.8% 8.0% 8.0% 46.4% 35.7% 100.0% 
Total 1.6% 7.3% 8.9% 45.5% 36.6% 100.0% 
 
Respondents in the “50 to 54” age range have higher percentages at the exceptional 
ability level, and the “55 to 59” age range is nearly the same. Respondents in the “60 to 64” 
age range have the highest percentages at the basic ability level. 
Table 109  
Self-Objectivity by Age Range 
Age Range 
No 
 Answer 
Basic 
 Ability 
Emerging 
 Ability 
Working  
Ability 
Exceptional  
Ability Total 
25 to 29 50.0% 0.0% 0.0% 50.0% 0.0% 100.0% 
30 to 34 0.0% 0.0% 25.0% 75.0% 0.0% 100.0% 
35 to 39 0.0% 13.3% 26.7% 46.7% 13.3% 100.0% 
40 to 44 0.0% 4.3% 4.3% 56.5% 34.8% 100.0% 
45 to 49 0.0% 10.0% 10.0% 40.0% 40.0% 100.0% 
50 to 54 4.3% 0.0% 8.7% 30.4% 56.5% 100.0% 
55 to 59 0.0% 0.0% 3.8% 46.2% 50.0% 100.0% 
60 to 64 0.0% 25.0% 0.0% 43.8% 31.3% 100.0% 
65 and up 0.0% 0.0% 0.0% 100.0% 0.0% 100.0% 
Total 1.7% 6.6% 8.3% 46.3% 37.2% 100.0% 
 
Leaders with a specialist degree have the highest percentages at the exceptional 
ability level and the basic ability level. Leaders with a doctoral degree have a majority at the 
higher ability levels. A high percentage of respondents at the bachelor’s degree level 
continues to show a lack of leadership skill understanding.  
 
  182
Table 110  
Self-Objectivity by Education 
Education 
No 
 Answer 
Basic  
Ability 
Emerging 
 Ability 
Working  
Ability 
Exceptional  
Ability Total 
Bachelor’s 16.7% 0.0% 0.0% 50.0% 33.3% 100.0% 
Master’s 1.3% 7.9% 9.2% 48.7% 32.9% 100.0% 
Specialist 0.0% 10.0% 10.0% 33.3% 46.7% 100.0% 
Doctorate 0.0% 0.0% 9.1% 54.5% 36.4% 100.0% 
Total 1.6% 7.3% 8.9% 45.5% 36.6% 100.0% 
 
Respondents from medium districts have a higher percentage at the exceptional 
ability level and the basic ability level. Small-district respondents have a wider range of 
responses.  
Table 111  
Self-Objectivity by District Size 
District Size 
No  
Answer 
Basic 
 Ability 
Emerging 
 Ability 
Working  
Ability 
Exceptional  
Ability Total 
Large District 0.0% 10.0% 5.0% 50.0% 35.0% 100.0% 
Medium District 0.0% 15.0% 15.0% 25.0% 45.0% 100.0% 
Small District 3.8% 3.8% 13.5% 50.0% 28.8% 100.0% 
Very Small District 0.0% 6.5% 0.0% 48.4% 45.2% 100.0% 
Total 1.6% 7.3% 8.9% 45.5% 36.6% 100.0% 
 
Question 27 asks leaders to respond regarding the ability to make decisions when 
there is uncertainty or all the facts are not known. Leaders are often presented with 
organizational conflicts or problems without knowledge of how or why the situation 
occurred. When this happens, the effective leader can make a judgment based upon how 
information is coded in a social context, categories, and the appropriateness of the task that 
must be performed. It is a predicting skill in a social context. 
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Leaders can create dynamic and fluid relationships among conceptual elements that 
vary according to changes in environmental stimuli. Such abilities should contribute to leader 
effectiveness. Zaccaro, Gilbert, Thor, and Mumford (1991) argued that behavioral flexibility 
represents a critical leader attribute and organizational situations vary in their performance 
requirements for leaders. Accordingly, leaders need to be able to discern what responses are 
necessary in particular situations and respond accordingly even when there is uncertainty and 
ambiguity.  
Question 27: Judgment Under UncertaintyYou make good decisions even 
when the conditions are ambiguous. You take appropriate actions when there 
is uncertainty about what actions to take. 
 This skill has the majority of respondents indicating a working ability like the 
majority of the other skills reviewed. There are fewer respondents at the lower levels, and the 
next highest percentage is at the exceptional ability level.  
Table 112  
Judgment Under Uncertainty by Responses 
Responses Frequency Percent Valid Percent 
No Answer 1 0.8 0.8 
Basic Ability 11 8.9 9 
Emerging Ability 8 6.5 6.6 
Working Ability 65 52.8 53.3 
Exceptional Ability 37 30.1 30.3 
Total 122 99.2 100 
 
 Assistant superintendent and elementary principal respondents have the highest 
percentage at the exceptional ability level. High school principal respondents have the 
highest percentage at the basic ability level. The emerging ability level for the assistant 
principal makes sense given the responsibilities of the position.  
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Table 113  
Judgment Under Uncertainty by Job Title 
Job Title 
No  
Answer 
Basic 
 Ability 
Emerging  
Ability 
Working  
Ability 
Exceptional  
Ability Total 
Other 0.0% 0.0% 50.0% 0.0% 50.0% 100.0% 
Asst. Principal 0.0% 0.0% 50.0% 50.0% 0.0% 100.0% 
Principal – EL 0.0% 10.0% 2.5% 45.0% 42.5% 100.0% 
Principal – MS 0.0% 13.3% 6.7% 60.0% 20.0% 100.0% 
Principal – HS 0.0% 21.1% 0.0% 47.4% 31.6% 100.0% 
Director 0.0% 11.1% 22.2% 44.4% 22.2% 100.0% 
CFO/Business 0.0% 0.0% 0.0% 100.0% 0.0% 100.0% 
Asst. Superintendent 0.0% 0.0% 0.0% 50.0% 50.0% 100.0% 
Superintendent 0.0% 0.0% 7.7% 69.2% 23.1% 100.0% 
Total 0.8% 9.0% 6.6% 53.3% 30.3% 100.0% 
 
Respondents with 10 to 15 leadership years have the highest percentage at the 
exceptional ability level. Respondents with 5 to 10 leadership years have the highest 
percentage at the basic ability level. Respondents in the “>30 years” range have the highest 
overall percentage at the upper levels.  
Table 114  
Judgment Under Uncertainty by Leadership Years 
Leadership Years 
No 
 Answer 
Basic 
Ability 
Emerging  
Ability 
Working  
Ability 
Exceptional 
 Ability Total 
< 1 Year 20.0% 0.0% 0.0% 60.0% 20.0% 100.0% 
1 to 3 Years 0.0% 11.1% 22.2% 55.6% 11.1% 100.0% 
3 to 5 Years 0.0% 11.1% 0.0% 77.8% 11.1% 100.0% 
5 to 10 Years 0.0% 14.3% 7.1% 53.6% 25.0% 100.0% 
10 to 15 Years 0.0% 6.9% 3.4% 41.4% 48.3% 100.0% 
15 to 20 Years 0.0% 0.0% 6.3% 56.3% 37.5% 100.0% 
20 to 25 Years 0.0% 12.5% 0.0% 50.0% 37.5% 100.0% 
25 to 30 Years 0.0% 16.7% 0.0% 50.0% 33.3% 100.0% 
> 30 Years 0.0% 0.0% 12.5% 62.5% 25.0% 100.0% 
Total 0.8% 8.5% 5.9% 53.4% 31.4% 100.0% 
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Female respondents have the highest percentage at the exceptional ability level and 
the basic ability level, but the differences are not significant (d).   
African American respondents have the highest percentage at the exceptional ability 
level and the basic ability level, and this is similar to previous responses (e).   
Respondents in the “50 to 54” and “65 and up” age range have the highest percentage 
at the exceptional ability level. Respondents in the “60 to 64” age range have the highest 
percentage at the basic ability level. The “25 to 29” age range has no answer and shows again 
a lack of understanding of leadership skill.  
Table 115  
Judgment Under Uncertainty by Age Range 
Age Range 
No  
Answer 
Basic 
 Ability 
Emerging  
Ability 
Working  
Ability 
Exceptional  
Ability Total 
25 to 29 50.0% 0.0% 0.0% 50.0% 0.0% 100.0% 
30 to 34 0.0% 0.0% 25.0% 75.0% 0.0% 100.0% 
35 to 39 0.0% 13.3% 13.3% 60.0% 13.3% 100.0% 
40 to 44 0.0% 4.3% 4.3% 60.9% 30.4% 100.0% 
45 to 49 0.0% 10.0% 10.0% 60.0% 20.0% 100.0% 
50 to 54 0.0% 4.5% 9.1% 40.9% 45.5% 100.0% 
55 to 59 0.0% 3.8% 0.0% 57.7% 38.5% 100.0% 
60 to 64 0.0% 25.0% 6.3% 37.5% 31.3% 100.0% 
65 and up 0.0% 0.0% 0.0% 50.0% 50.0% 100.0% 
Total 0.8% 8.3% 6.7% 53.3% 30.8% 100.0% 
 
Respondents with a bachelor’s degree have the highest percentage at the exceptional 
ability level and with no answer. This wide range indicates a large gap in skill level by 
degree. Respondents with a specialist degree have the highest percentage at the basic ability 
level. 
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Table 116  
Judgment Under Uncertainty by Education 
Education 
No  
Answer 
Basic  
Ability 
Emerging 
 Ability 
Working  
Ability 
Exceptional  
Ability Total 
Bachelor’s 16.7% 0.0% 16.7% 16.7% 50.0% 100.0% 
Master’s 0.0% 9.2% 7.9% 55.3% 27.6% 100.0% 
Specialist 0.0% 13.8% 0.0% 55.2% 31.0% 100.0% 
Doctorate 0.0% 0.0% 9.1% 54.5% 36.4% 100.0% 
Total 0.8% 9.0% 6.6% 53.3% 30.3% 100.0% 
 
Respondents from large districts have the highest percentage at the exceptional ability 
level. Respondents from medium districts have the highest percentage at the basic ability 
level. The respondents from small districts have a wider range of responses.  
Table 117  
Judgment Under Uncertainty by District Size 
District Size 
No  
Answer 
Basic 
 Ability 
Emerging  
Ability 
Working  
Ability 
Exceptional  
Ability Total 
Large District 0.0% 5.0% 5.0% 50.0% 40.0% 100.0% 
Medium District 0.0% 20.0% 0.0% 45.0% 35.0% 100.0% 
Small District 1.9% 9.6% 9.6% 55.8% 23.1% 100.0% 
Very Small District 0.0% 3.3% 6.7% 56.7% 33.3% 100.0% 
Total 0.8% 9.0% 6.6% 53.3% 30.3% 100.0% 
 
Question 28 builds on the idea that each problem should have a specific solution that 
fits the situation. Great leaders seek to understand different situations and do not use a “one 
size fits all” approach but rather look for the solution or what needs to be done in order to get 
the appropriate effect. Solution fit involves the ability to see the bigger picture of a problem 
and, after gaining that perspective, to find a solution that may not be similar to other 
solutions but provides a best or better answer. Perspective-taking capacity and a desire to 
extend the context beyond a particular solution in order to have a positive effect on the 
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problem will provide that better fit (Yukl, 1994). 
Question 28: Solution FitYou know how and when to find solutions that fit 
a given situation and are driven more by the effect that the solution will have 
than by the knowledge you have or do not have. 
 The working ability level continues to be the primary level for respondents, followed 
by the exceptional ability level.  
Table 118  
Solution Fit by Response 
Response Frequency Percent Valid Percent 
No Answer 2 1.6 1.6 
Basic Ability 13 10.6 10.6 
Emerging Ability 18 14.6 14.6 
Working Ability 58 47.2 47.2 
Exceptional Ability 32 26 26 
Total 123 100 100 
 
Respondents from the assistant superintendent and high school principal groups have 
the highest percentage at the exceptional ability level. Assistant principal respondents have 
the highest percentage at the basic ability level. The highest percentage of responses at the 
working ability level is from the superintendents.  
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Table 119  
Solution Fit by Job Title 
Job Title 
No  
Answer 
Basic  
Ability 
Emerging 
 Ability 
Working  
Ability 
Exceptional  
Ability Total 
Teacher Leader 25.0% 0.0% 25.0% 50.0% 0.0% 100.0% 
Asst. Principal 0.0% 50.0% 50.0% 0.0% 0.0% 100.0% 
Principal – EL 0.0% 10.0% 17.5% 37.5% 35.0% 100.0% 
Principal – MS 0.0% 13.3% 20.0% 53.3% 13.3% 100.0% 
Principal – HS 5.3% 15.8% 0.0% 42.1% 36.8% 100.0% 
Director 0.0% 33.3% 0.0% 44.4% 22.2% 100.0% 
CFO/Business 0.0% 0.0% 100.0% 0.0% 0.0% 100.0% 
Asst. Superintendent 0.0% 0.0% 0.0% 25.0% 75.0% 100.0% 
Superintendent 0.0% 0.0% 14.8% 74.1% 11.1% 100.0% 
Total 1.6% 10.6% 14.6% 47.2% 26.0% 100.0% 
 
Respondents with 10 to 15 years of leadership experience have the highest percentage 
at the exceptional ability level. Respondents in the “5 to 10 years of leadership” group have 
the highest percentage at the basic ability level. Respondents in the “>30 years of leadership” 
group surprisingly have responses at the emerging ability level. The terminology of having a 
“fit” for a solution is new for most leaders.  
Table 120  
Solution Fit by Leadership Years 
Leadership Years 
No  
Answer 
Basic 
 Ability 
Emerging 
 Ability 
Working 
 Ability 
Exceptional  
Ability Total 
1 to 3 Years 0.0% 11.1% 33.3% 44.4% 11.1% 100.0% 
3 to 5 Years 11.1% 0.0% 22.2% 55.6% 11.1% 100.0% 
5 to 10 Years 0.0% 25.0% 7.1% 46.4% 21.4% 100.0% 
10 to 15 Years 0.0% 3.3% 16.7% 33.3% 46.7% 100.0% 
15 to 20 Years 0.0% 0.0% 12.5% 50.0% 37.5% 100.0% 
20 to 25 Years 0.0% 12.5% 0.0% 62.5% 25.0% 100.0% 
25 to 30 Years 0.0% 33.3% 0.0% 50.0% 16.7% 100.0% 
> 30 Years 0.0% 0.0% 12.5% 87.5% 0.0% 100.0% 
Total 1.7% 10.1% 13.4% 47.9% 26.9% 100.0% 
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Female respondents have a higher percentage at the exceptional ability level and the 
basic ability level, and the differences in responses are not significant (d). The same is true 
for African American respondents having a higher percentage at the exceptional ability level 
and the basic ability levelthe differences in responses are not significant (e). 
Respondents in the lowest age range did not answer or did not understand the skill. 
Respondents from the “50 to 54” age range have a higher percentage at the exceptional 
ability level. Respondents from the “35 to 39” age range have the highest percentage at the 
basic ability level.  
Table 121  
Solution Fit by Age Range 
Age Range 
No  
Answer 
Basic  
Ability 
Emerging 
 Ability 
Working  
Ability 
Exceptional  
Ability Total 
25 to 29 50.0% 0.0% 0.0% 50.0% 0.0% 100.0% 
30 to 34 0.0% 0.0% 25.0% 75.0% 0.0% 100.0% 
35 to 39 0.0% 26.7% 26.7% 33.3% 13.3% 100.0% 
40 to 44 0.0% 8.7% 17.4% 52.2% 21.7% 100.0% 
45 to 49 0.0% 10.0% 30.0% 40.0% 20.0% 100.0% 
50 to 54 4.3% 0.0% 8.7% 43.5% 43.5% 100.0% 
55 to 59 0.0% 3.8% 7.7% 53.8% 34.6% 100.0% 
60 to 64 0.0% 18.8% 6.3% 50.0% 25.0% 100.0% 
65 and up 0.0% 0.0% 50.0% 50.0% 0.0% 100.0% 
Total 1.7% 9.1% 14.9% 47.9% 26.4% 100.0% 
 
Respondents with a bachelor’s degree have the highest percentage at the exceptional 
ability level and have a significant percentage of “no answer.” Specialist degree respondents 
have a higher percentage at the basic ability level. The rest of the respondents are not that far 
apart.  
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Table 122  
Solution Fit by Education 
Education 
No  
Answer 
Basic 
 Ability 
Emerging 
 Ability 
Working 
 Ability 
Exceptional  
Ability Total 
Bachelor’s 16.7% 0.0% 0.0% 33.3% 50.0% 100.0% 
Master’s 1.3% 11.8% 15.8% 46.1% 25.0% 100.0% 
Specialist 0.0% 13.3% 13.3% 50.0% 23.3% 100.0% 
Doctorate 0.0% 0.0% 18.2% 54.5% 27.3% 100.0% 
Total 1.6% 10.6% 14.6% 47.2% 26.0% 100.0% 
 
Respondents from very small districts have a higher percentage at the exceptional 
ability level. Respondents from large and medium districts have the same percentage at the 
basic and exceptional ability levels. 
Table 123  
Solution Fit by District Size 
District Size 
No 
 Answer 
Basic 
 Ability 
Emerging 
 Ability 
Working 
 Ability 
Exceptional  
Ability Total 
Large District 0.0% 15.0% 5.0% 50.0% 30.0% 100.0% 
Medium District 0.0% 15.0% 15.0% 40.0% 30.0% 100.0% 
Small District 3.8% 11.5% 21.2% 46.2% 17.3% 100.0% 
Very Small District 0.0% 3.2% 9.7% 51.6% 35.5% 100.0% 
Total 1.6% 10.6% 14.6% 47.2% 26.0% 100.0% 
 
Question 29 provides greater insight into the social context of leadership skills, as the 
leader must be aware of the social needs of others and how those needs are affected when 
important changes have occurred in the system or when changes are likely to occur. Each 
individual has an impact on others in the organization and is affected by the organization. 
Individuals in an organization have some frame of self-perception based on their relationship 
to the whole of the organization. There can be a sense of dependence or interdependence 
depending on the organizational structure and the self-reflectivity of the individual. How that 
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works together for meeting the needs of the organization and meeting the needs of the 
individual is related to how the leader understands what the system is doing for each 
individual. The framing question is, “What would you have done in the situation given the 
impact the decision has on so many others?” 
 A systems perception provides the leader with the ability to determine when 
important changes have already occurred or when important changes are likely to occur.  
Question 29: Systems PerceptionYou have a good understanding of others 
in social systems and are sensitive to the social needs of others. You have a 
good understanding of the goals and demands of the system and the people 
throughout the system at all social levels. 
 This skill has respondents indicating that more have a working ability than an 
exceptional ability, following a trend that has been noted in most of the skills. A higher 
percentage at the basic ability level is associated with this skill. 
Table 124  
Systems Perception by Response 
Response Frequency Percent Valid Percent 
No Answer 1 0.8 0.8 
Basic Ability 14 11.4 11.4 
Emerging Ability 10 8.1 8.1 
Working Ability 56 45.5 45.5 
Exceptional Ability 42 34.1 34.1 
Total 123 100 100 
 
The CFO respondents have the highest percentage at the exceptional ability level, 
followed by the assistant superintendent respondents. Assistant principal respondents have 
the higher percentage at the basic ability level. There were no responses indicating “no 
answer” for this skill. 
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Table 125  
Systems Perception by Job Title 
Job Title 
No  
Answer 
Basic  
Ability 
Emerging  
Ability 
Working  
Ability 
Exceptional  
Ability Total 
Asst. Principal 0.0% 50.0% 50.0% 0.0% 0.0% 100.0% 
Principal – EL 0.0% 12.5% 2.5% 40.0% 45.0% 100.0% 
Principal – MS 0.0% 13.3% 33.3% 33.3% 20.0% 100.0% 
Principal – HS 0.0% 21.1% 0.0% 36.8% 42.1% 100.0% 
Director 0.0% 22.2% 0.0% 55.6% 22.2% 100.0% 
CFO/Business 0.0% 0.0% 0.0% 0.0% 100.0% 100.0% 
Asst. Superintendent 0.0% 0.0% 0.0% 25.0% 75.0% 100.0% 
Superintendent 0.0% 0.0% 11.1% 70.4% 18.5% 100.0% 
Total 0.8% 11.4% 8.1% 45.5% 34.1% 100.0% 
 
Respondents with 10 to 15 years of leadership experience have the higher percentage 
in the exceptional ability level, followed closely by respondents with 5 to 10 years of 
experience. Respondents in the 25 to 30-year range have the higher percentage at the basic 
ability level, followed closely by respondents with 5 to 10 years of experience. 
Table 126  
Systems Perception by Leadership Years 
Leadership Years 
No 
 Answer 
Basic 
 Ability 
Emerging 
 Ability 
Working  
Ability 
Exceptional  
Ability Total 
< 1 Year 20.0% 0.0% 20.0% 20.0% 40.0% 100.0% 
1 to 3 Years 0.0% 11.1% 22.2% 66.7% 0.0% 100.0% 
3 to 5 Years 0.0% 11.1% 0.0% 55.6% 33.3% 100.0% 
5 to 10 Years 0.0% 21.4% 7.1% 28.6% 42.9% 100.0% 
10 to 15 Years 0.0% 6.7% 10.0% 36.7% 46.7% 100.0% 
15 to 20 Years 0.0% 0.0% 6.3% 56.3% 37.5% 100.0% 
20 to 25 Years 0.0% 12.5% 0.0% 62.5% 25.0% 100.0% 
25 to 30 Years 0.0% 33.3% 0.0% 50.0% 16.7% 100.0% 
> 30 Years 0.0% 0.0% 12.5% 75.0% 12.5% 100.0% 
Total 0.8% 10.9% 8.4% 45.4% 34.5% 100.0% 
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Female respondents have the higher percentage at the exceptional ability level, as has 
been the norm in previous questions. 
African American respondents have a higher percentage at the exceptional ability 
level. Caucasian respondents are split more evenly across the levels. 
Table 127  
Systems Perception by Ethnicity 
Ethnicity 
No  
Answer 
Basic  
Ability 
Emerging  
Ability 
Working 
 Ability 
Exceptional  
Ability Total 
African American 0.0% 12.5% 12.5% 25.0% 50.0% 100.0% 
Caucasian 0.9% 11.6% 8.0% 45.5% 33.9% 100.0% 
Total 0.8% 11.4% 8.1% 45.5% 34.1% 100.0% 
 
Respondents in the “40 to 44” age range have the higher percentage at the exceptional 
ability level. Respondents in the “35 to 39” age range have the higher percentage in the basic 
ability level. It is noted that all respondents aged 65 and up indicate a working ability. 
Table 128  
Systems Perception by Age Range 
Age Range 
No  
Answer 
Basic  
Ability 
Emerging  
Ability 
Working  
Ability 
Exceptional  
Ability Total 
25 to 29 50.0% 0.0% 0.0% 50.0% 0.0% 100.0% 
30 to 34 0.0% 0.0% 25.0% 50.0% 25.0% 100.0% 
35 to 39 0.0% 26.7% 6.7% 40.0% 26.7% 100.0% 
40 to 44 0.0% 4.3% 13.0% 34.8% 47.8% 100.0% 
45 to 49 0.0% 10.0% 30.0% 30.0% 30.0% 100.0% 
50 to 54 0.0% 4.3% 4.3% 52.2% 39.1% 100.0% 
55 to 59 0.0% 3.8% 0.0% 61.5% 34.6% 100.0% 
60 to 64 0.0% 25.0% 6.3% 37.5% 31.3% 100.0% 
65 and up 0.0% 0.0% 0.0% 100.0% 0.0% 100.0% 
Total 0.8% 9.9% 8.3% 46.3% 34.7% 100.0% 
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There is not much difference between the educational degree factors in the ability 
levels, and the indicators show that with the exception of the bachelor’s degree and no 
answer, answers are nearly the same.  
Table 129  
Systems Perception by Education 
Education 
No  
Answer 
Basic 
Ability 
Emerging 
 Ability 
Working  
Ability 
Exceptional  
Ability Total 
Bachelor’s 16.7% 0.0% 0.0% 83.3% 0.0% 100.0% 
Master’s 0.0% 11.8% 10.5% 42.1% 35.5% 100.0% 
Specialist 0.0% 16.7% 6.7% 40.0% 36.7% 100.0% 
Doctorate 0.0% 0.0% 0.0% 63.6% 36.4% 100.0% 
Total 0.8% 11.4% 8.1% 45.5% 34.1% 100.0% 
 
Respondents from large and medium districts have the higher percentage in the 
exceptional ability level. Respondents from medium districts have the higher percentage at 
the basic ability level. Overall there is not much difference.  
Table 130  
Systems Perception by District Size 
District Size 
No 
 Answer 
Basic 
 Ability 
Emerging 
 Ability 
Working  
Ability 
Exceptional  
Ability Total 
Large District 0.0% 10.0% 0.0% 45.0% 45.0% 100.0% 
Medium District 0.0% 20.0% 15.0% 20.0% 45.0% 100.0% 
Small District 1.9% 13.5% 9.6% 50.0% 25.0% 100.0% 
Very Small District 0.0% 3.2% 6.5% 54.8% 35.5% 100.0% 
Total 0.8% 11.4% 8.1% 45.5% 34.1% 100.0% 
 
Question 30 outlines a skill where the commitment to the system can only arise from 
an individual choice. This free-will dilemma stems from deeply ingrained social needs and 
contextual rewards. The existence of the social ties to the organization is of value, and the 
social system is a key factor toward framing goals and deriving benefits. The leader with this 
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skill understands the broader social system and the context that exists in the system and can 
use that system to bring success to personal and organizational goals for him and for others. 
It becomes a system that generates acts of choice due to this specific leadership skill. 
 The leader with systems commitment recognizes his and others’ roles in the broader 
social systems and pursues socially constructive goals (Bartone, 1999). The organization has 
a defined system, and leaders can respond to why situations occur, why mistakes or successes 
are made within the system, and what changes could be made to better the system.  
Question 30: Systems CommitmentYou recognize each person's role in the 
broader social system and have the ability to pursue socially constructive 
goals that benefit individuals and the system. 
 This skill has respondents indicating that most have a working ability followed by 
responses with an exceptional ability.   
Table 131  
Systems Commitment by Response 
Response Frequency Percent Valid Percent 
No Answer 2 1.6 1.6 
Basic Ability 13 10.6 10.6 
Emerging Ability 17 13.8 13.8 
Working Ability 56 45.5 45.5 
Exceptional Ability 35 28.5 28.5 
Total 123 100 100 
 
The CFO respondents have the higher percentage at the exceptional ability level. The 
assistant principal respondents have the higher percentage at the basic ability level. 
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Table 132  
Systems Commitment by Job Title 
Job Title 
No 
 Answer 
Basic 
 Ability 
Emerging 
 Ability 
Working  
Ability 
Exceptional 
 Ability Total 
Asst. Principal 0.0% 50.0% 50.0% 0.0% 0.0% 100.0% 
Principal – EL 0.0% 10.0% 12.5% 40.0% 37.5% 100.0% 
Principal – MS 0.0% 20.0% 13.3% 53.3% 13.3% 100.0% 
Principal – HS 5.3% 15.8% 5.3% 36.8% 36.8% 100.0% 
Director 0.0% 22.2% 11.1% 55.6% 11.1% 100.0% 
CFO/Business 0.0% 0.0% 0.0% 0.0% 100.0% 100.0% 
Asst. Superintendent 0.0% 0.0% 25.0% 25.0% 50.0% 100.0% 
Superintendent 0.0% 0.0% 18.5% 59.3% 22.2% 100.0% 
Total 1.6% 10.6% 13.8% 45.5% 28.5% 100.0% 
 
Respondents with 10 to 15 leadership years have the higher percentage at the 
exceptional ability level. Respondents with 5 to 10 leadership years have the higher 
percentage at the basic ability level. Several respondents with less than one year of leadership 
experience did not answer, and there was a wide variety of answers from this group. The 
group with 25 to 30 leadership years has a surprising answer at the basic ability level.  
Table 133  
Systems Commitment by Leadership Years 
Leadership Years 
No 
 Answer 
Basic 
 Ability 
Emerging 
 Ability 
Working 
 Ability 
Exceptional 
 Ability Total 
< 1 Year 20.0% 0.0% 20.0% 40.0% 20.0% 100.0% 
1 to 3 Years 0.0% 11.1% 55.6% 33.3% 0.0% 100.0% 
3 to 5 Years 11.1% 0.0% 11.1% 66.7% 11.1% 100.0% 
5 to 10 Years 0.0% 25.0% 3.6% 39.3% 32.1% 100.0% 
10 to 15 Years 0.0% 3.3% 20.0% 36.7% 40.0% 100.0% 
15 to 20 Years 0.0% 0.0% 12.5% 50.0% 37.5% 100.0% 
20 to 25 Years 0.0% 12.5% 0.0% 62.5% 25.0% 100.0% 
25 to 30 Years 0.0% 33.3% 0.0% 33.3% 33.3% 100.0% 
> 30 Years 0.0% 0.0% 12.5% 75.0% 12.5% 100.0% 
Total 1.7% 10.1% 14.3% 45.4% 28.6% 100.0% 
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Respondents in the “40 to 44” age range have the higher percentage at the exceptional 
ability level. Respondents in the “35 to 39” age range have the higher percentage at the basic 
ability level. The “25 to 29” age range group has a large number of “no answer” responses. 
Similar to a previous question, the “65 and up” respondents have a large percentage at the 
emerging ability level.  
Table 134  
Systems Commitment by Age Range 
Age Range 
No  
Answer 
Basic 
 Ability 
Emerging 
 Ability 
Working  
Ability 
Exceptional  
Ability Total 
25 to 29 50.0% 0.0% 50.0% 0.0% 0.0% 100.0% 
30 to 34 0.0% 0.0% 50.0% 50.0% 0.0% 100.0% 
35 to 39 0.0% 26.7% 6.7% 53.3% 13.3% 100.0% 
40 to 44 0.0% 8.7% 13.0% 39.1% 39.1% 100.0% 
45 to 49 0.0% 10.0% 30.0% 30.0% 30.0% 100.0% 
50 to 54 4.3% 0.0% 13.0% 52.2% 30.4% 100.0% 
55 to 59 0.0% 3.8% 7.7% 53.8% 34.6% 100.0% 
60 to 64 0.0% 18.8% 6.3% 43.8% 31.3% 100.0% 
65 and up 0.0% 0.0% 50.0% 50.0% 0.0% 100.0% 
Total 1.7% 9.1% 14.0% 46.3% 28.9% 100.0% 
 
Respondents with a specialist degree have the higher percentage at the exceptional 
ability level and the basic ability level. Respondents with a doctoral degree have the most 
responses at the top two levels.  
Table 135 
Systems Commitment by Education 
Education 
No  
Answer 
Basic  
Ability 
Emerging  
Ability 
Working  
Ability 
Exceptional  
Ability Total 
Bachelor’s 16.7% 0.0% 16.7% 66.7% 0.0% 100.0% 
Master’s 1.3% 11.8% 9.2% 48.7% 28.9% 100.0% 
Specialist 0.0% 13.3% 26.7% 26.7% 33.3% 100.0% 
Doctorate 0.0% 0.0% 9.1% 63.6% 27.3% 100.0% 
Total 1.6% 10.6% 13.8% 45.5% 28.5% 100.0% 
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Respondents from medium districts have a higher percentage at the exceptional 
ability level and the basic ability level. Respondents from small districts seem to have the 
least skill ability for this question.  
Table 136  
Systems Commitment by District Size 
District Size 
No 
 Answer 
Basic 
 Ability 
Emerging  
Ability 
Working  
Ability 
Exceptional  
Ability Total 
Large District 0.0% 10.0% 5.0% 55.0% 30.0% 100.0% 
Medium District 0.0% 15.0% 30.0% 20.0% 35.0% 100.0% 
Small District 3.8% 11.5% 15.4% 46.2% 23.1% 100.0% 
Very Small District 0.0% 6.5% 6.5% 54.8% 32.3% 100.0% 
Total 1.6% 10.6% 13.8% 45.5% 28.5% 100.0% 
 
Analysis 
 Working across all the variables and looking for the highest percentage of 
respondents, the “no answer” response was entered 18 times by the respondents in the “25 to 
29” age range. These same 18 respondents had bachelor’s degrees, were male, and had a 
position of teacher leader. Of the 18 respondents, 16 were Caucasian and 2 were African 
American; 3 were from medium districts and 15 from small districts. When the survey was 
sent using the names in the Michigan Education Directory, there was not an expectation that 
the title of teacher leader would be entered as the job descriptor. The large number of 
individuals with that title who answered with “no answer” is significant. 
 At the basic ability level, the respondents with the highest percentages include the 6 
respondents in the “35 to 39” age range. The respondents from medium districts had 13 
responses for basic ability. The assistant principal position had 13 responses. Female 
respondents made up 15 of the highest percentage responses, with only 3 male responses in 
this category. The ethnicity and education responses are not as clearly defined, with 8 
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responses from African Americans and 10 responses from Caucasians and 9 responses from 
those with specialist degrees, 5 from those with bachelor’s degrees, and 4 from those with 
master’s degrees.  
 At the emerging ability level there is less of a trend, as the age range and district size 
vary. The education level is also varied with 8 respondents with master’s degrees, 6 with 
specialist degrees, and 4 with bachelor’s degrees. More of a trend may be construed by 12 
female responses, 7 CFO, 5 assistant principal, and 9 responses from the “1 to 3 leadership 
years” category.  
 At the working ability level, the trend takes a new direction. The majority of the 
respondents are more mature and have a higher level of education. The age range with the 
highest responses is 65 and up, the education level is a doctorate degree, and the job title is 
superintendent. The district size and gender are split. The ethnicity is represented as a 
majority Caucasian, and the leadership years are greater than 30.  
 At the exceptional ability level the trend is similar, with some variation. The majority 
of the respondents are more mature, and the education level has 7 respondents with specialist 
degrees and 5 respondents with doctorate degrees. The district size and gender are split, 
showing no trend. The job title with the highest percentage is assistant superintendent with 
15 responses in the majority; the ethnicity is predominantly African American, with 15 
responses; and the leadership years are 10 to 15, with only a third of that category getting the 
most responses. 
 There are only three questions where some respondents indicated that the skill was 
not essential. Those questions are numbers 15, 16, and 17. The question topics are all in the 
problem-solving grouping. Question 15 focuses on category selection and category search. 
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Question 16 focuses on category specification and best-fit. Question 17 focuses on 
conceptual combination reorganization.   
 The majority of the respondents for those three questions were similar, being 
Caucasian with specialist degree educational background. The age range was 40 to 44 twice 
and 45 to 49 once. Job title and district size are fully mixed. Gender and leadership years are 
also mixed. 
 Using respondent choices of basic, emerging, working, and exceptional ability levels 
and assigning numbers to each one in increasing order by 1, it is possible to arrive at a mean 
for each question. This can provide an overview of the respondents’ perception of ability 
with regard to the questions. The question with the highest mean score is Question 25, 
dealing with self-reflectivity. The question with the lowest mean score is Question 14, 
dealing with information encoding.  
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Table 137  
Mean Survey Questions 
Survey Questions Mean Std. Deviation 
Q25: Self-Reflectivity 3.20 0.95 
Q26: Self-Objectivity 3.08 0.95 
Q27: Judgment Under Uncertainty 3.03 0.90 
Q29: Systems Perception 3.01 0.98 
Q24: Organizational Goals 2.95 0.91 
Q13: Problem Construction 2.93 0.83 
Q19: Solution Implementation 2.93 0.88 
Q22: Attention to Restrictions 2.93 0.90 
Q23: Self-Oriented Goals 2.91 0.90 
Q18: Idea Evaluation  2.89 0.88 
Q30: Systems Commitment 2.89 0.99 
Q15: Category Selection and Category Search  2.88 0.85 
Q20: Solution Monitoring 2.86 0.83 
Q28: Solution Fit 2.85 0.98 
Q17: Conceptual Combination Reorganization  2.80 0.90 
Q16: Category Specification or Best-Fit Categories 2.79 0.88 
Q21: Time Frame of Goals 2.77 0.81 
Q14: Information Encoding  2.73 0.86 
 
Chapter V follows with the summary, conclusion, and recommendations. Chapter V 
also provides an analysis of the findings in light of the review of literature in Chapter II. 
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Chapter V: Conclusions, Implications, and Recommendations 
 
Leaders of expert teams are not just technically competent; they possess quality leadership 
skills (Salas et al., 2006). 
 
Introduction 
 This final chapter reviews and analyzes the responses of the school leaders to the 
research questions and presents the conclusions, implications, and recommendations based 
on this analysis. Each leadership skill assessed in this study has the potential to be viewed as 
either essential or unessential, depending on its importance to the individual. The findings of 
this study provide a framework for further study as well as initial insights into leadership 
skills for school leaders. As such, this research is an initial step toward a better understanding 
of the potential for greater skill development and attainment for school leaders.  
 The skills-based problem addressed in the study should be viewed as an issue of great 
importance for the future of educational leadership in the Unites States. Without skilled 
leaders, there will be no good schools; without attention to the deliberate training of key 
leadership skills, there will be no skilled leaders. Based on this understanding, there needs to 
be a focused effort on skill attainment to develop the required experts and expertise as human 
capital for accomplishing the task of improving educational systems (Mieg, 2005). Building a 
framework for skill development and attainment for school leaders is the first step in an 
important journey toward improving educational performance that leads to greater 
accomplishments for students. Ericsson (2005) proposed that creative innovations are the 
highest levels of achievement in any domain because they are the products of creative 
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individuals who have gone beyond the boundaries of a domain and redefined it. Initial skill 
development and recognition thereof should lead to the desire to develop a deeper 
understanding of skill development. Understanding skills and the development of skills 
facilitates creative thinking by promoting deliberate practice that enables school leaders to 
develop new skills or enhance existing skills, allowing them to go beyond what they had 
previously accomplished. 
 The potential of innovation in the skill development in educational leaders is 
analogous to an athlete or musician setting a new performance standard. While the initial 
skill likely already exists at some level, recognition or realization of the skill is necessary to 
make the determination to improve the skill. That need to improve skill ability or become 
better with each performance facilitates development of a historic design that pushes current 
thinking or boundaries so that new skills and boundaries can be established. Skill 
development is thus based on the premise that the development of high-level skills is a 
natural consequence of extended experiences in a particular domain of expertise (Ericsson, 
2005).  
Review of Skills for Study 
 As leadership is a complex phenomenon revolving around the skill of influence, the 
ability to move others in a desired direction (Zaccaro et al., 2000), educational leadership 
refers to more than merely holding a position or office. Successful leaders are those who can, 
within the context of the given situation and within the structure or system under which they 
operate, take full advantage of their skills to deliver a valued performance. Skill attainment is 
the repertoire of experience, ability, judgment, and expertise each individual brings to the 
job. At times, various leadership skills can conflict with each other as paradoxical demands 
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and expectations simultaneously pull school leaders in a variety of different directions. 
Nevertheless, successful leaders know how to use the necessary skills at the appropriate time 
and place because they have practiced how to effectively utilize those skills.  
 According to Mumford et al. (2000d), problem-solving skills include identifying the 
problem, understanding what the problem is and how it is affecting the organization, and 
identifying solutions to the problem. These skills are critical to being able to solve 
organizational problems creatively and, as Mumford et al. indicated, can be learned by young 
leaders, among whom they develop as the leaders’ knowledge and experience increase.  
According to Ericsson (2005), leaders move from performing concrete operations to 
acquiring progressively more complex, principle-based knowledge as they acquire skills. 
This concept is important in planning for leader development because the knowledge and 
skills indicating gains at one point in a leader’s career may not be identical to those 
contributing to development at other points (Mumford et al., 1993). Zaccaro (2000) argued 
that it is difficult for problem-solving skills to grow until the individual has acquired a basic 
working knowledge of the organization (Zaccaro et al., 2000). Exercises intended to facilitate 
the application of requisite problem solving and solution-construction skills are unlikely to 
prove of any great value early in leaders’ careers because they lack the principle-based 
knowledge and organizational structures needed for effective application of these skills 
(Mumford et al., 2000c). 
 Leaders must develop social judgment skills because the problems that they will 
encounter will occur primarily in a social context (Mumford et al., 2000c). The skills that 
have been identified, which include maintaining self-objectivity, systems perception, 
awareness of solution fit, and systems commitment; making judgments under uncertain 
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conditions; engaging in self-reflection; identifying restrictions; analyzing downstream 
consequences; and coordinating multiple activities, all appear related to acquiring wisdom 
(Mumford et al., 2000b). 
 Opportunities, resources, and skills interact to determine the potential for success or 
failure in a leader’s attempts to lead and influence (Hoyt et al., 2008).This study focused on 
examination of social skills, social judgment skills, and problem-solving skills while 
recognizing that these are only some of the types of skills required to meet educational needs. 
Skilled leaders must also develop style, political acumen, experience, political strategy, 
management skill, vision, ability to mobilize political support, character traits, ability to 
make public presentations, and personal attributes, all of which are part of another set of 
potential skills. General social skills are also necessary to motivate subordinates to work 
together to implement the leaders’ intended solution. These skills, Mumford et al. (2000c) 
argued, include marshalling support, communicating, guiding subordinates, motivating 
others, maintaining social perception and behavioral flexibility, persuading, negotiating, 
engaging in conflict management, and coaching. Leaders must also be able to get along with 
others, work with others, and ensure that others are able to perform at the necessary levels 
(Mumford et al., 2007). When the conditions of performance call for a specific behavior, it is 
expected that social skills will be required. While the effective execution of appropriate 
behavior depends on the leader’s social skills (Zaccaro et al., 1991), effective execution in 
the structuring of behavior depends on the leader’s cognitive capabilities, such as 
intelligence, creative thinking, expertise, and planning skills (Mumford et al., 2000c). 
 Organizational leaders must be capable not only of implementing solutions in existing 
systems to fix routine problems but also creatively developing and exercising viable solutions 
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to complex, novel problems (Mumford et al., 2000d). Meeting this leadership requirement 
necessitates the attainment of specific skills sets, which Mumford et al. identified as 
problem-solving skills, social judgment skills, and social skills, all of which were the focus 
of this study. Viewing leadership as an interpersonal phenomenon implies that effective 
leadership depends upon the leader’s ability to solve complex social problems that arise in 
organizations, which requires the ability to call on these skill sets. Mumford et al. (2000d) 
thus argued that leadership is defined in terms of different skills and problem-solving 
processes that are the first steps in building to full organizational capacity. These processes 
include defining the problem components leading to potential solutions and defining 
leadership in terms of social problem solving, which provides a basis for determining the 
influences on leadership effectiveness and what must occur in order for leaders to reach 
higher levels of proficiency. This study is among the first to recognize that these skills are 
required for school leadership, as well as that additional study is required to transform the 
current leadership thinking model into a skills-based model.  
Essential Question Summary 
 The essential question posed in this study is the need to define a clear set of 
leadership skills from which to begin the process of reflection and practice for the aspiring 
and current educational leader. While the set of skills examined in this research is certainly 
not the only set necessary to achieve the desired results, its examination begins a process of 
defining the leadership skills and expertise that must be attained in order for school leaders to 
realize the results that they seek and achieve the performance to which they aspire. 
Unfortunately, the need for school leaders to actively reflect on skill development has not 
been recognized by most leadership training or support programs, leading school leaders to 
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place little focus on skill development or gaining understanding of personal capabilities in 
relationship to skill use as a matter of normal practice. Most school leaders operate from one 
decision to the next and seldom reflect on what should or could be done differently to build a 
stronger set of skills. Another challenge to the traditional leadership approach, with its 
constraints on cognitive capacity, concerns leaders’ ability not only to perform effectively 
but also be able to reflect on their thought processes and methods (Feltovich et al., 2006).  
 Skill development is one of the first key steps toward developing expertise in any 
given field. During the development of expertise, which includes the processes of clarifying 
and collecting skills and knowledge and monitoring the results of performance, skilled 
individuals restructure, reorganize, and refine their skills for their most efficient application 
in order to attain the desired performance and solve complex social problems. Ericsson 
(2005) proposed that individuals who wish to go beyond the current boundaries in any given 
domain must reach a level of creative innovation. Any individual who desires to become 
skilled must spend time in practice and self-reflection, which allows for creative thinking and 
promotes the development of new skills, permitting the individual to excel beyond what had 
previously been accomplished in a given domain.  
Research Question #1: What is the perceived skill ability level of a school or 
district leader at different school leadership levels? There are no teacher leader positions 
listed in the Michigan Education Directory, from which the potential respondents were 
selected. Therefore, the need to provide for the option of selecting “teacher leader” among 
the school leader positions listed on the survey had not been anticipated when the survey had 
been developed. Thus, individuals who received the survey must have forwarded the survey 
link to others in the same building or district. It is obvious that there is a unique position and 
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role called “teacher leader” within this school district setting, an unexpected finding that 
provides insight into educational leadership and another potential list of skills needed to more 
effectively help schools improve. Moreover, it raises important questions regarding the need 
for training and support for a group that has traditionally been uninvolved with leadership 
training, especially with leadership skill practice.  
 Teacher leaders most often responded to the skills questions by selecting the option of 
“no answer.” This was unsurprising, as they may not have sufficient experience with 
leadership, and especially the skills of leadership, to provide an adequate answer. However, 
several responded by selecting “exceptional ability.” It is difficult to determine whether these 
respondents truly had exceptional ability with any of the skills, based upon the premise of a 
potential lack of leadership training. Middle school principals consistently selected 
“exceptional ability” much less frequently than elementary principals or high school 
principals with the exception of Question 21 and the topic “time frame of goals.” It is 
possible that middle school principals have a particular tendency for setting a time frame for 
addressing the most important problems at that level. It is of note that this is the first skill in 
the social judgment area, and there may be a weakness or lack of need for social judgment 
skills at the middle school level.  
Regarding the other questions, the answers provided by the principals at each level 
did not exhibit a level of variance that indicated that each level was distinctive in relationship 
to skill development or need. High school principals responded to several questions with “no 
answer” but not at a notable frequency. Elementary principals answered “exceptional ability” 
to nine more questions than the other principals, and high school principals answered 
“exceptional ability” to seven more questions than the other principals. Overall, the answers 
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provided by the principals at each level did not exhibit a level of variance that indicated that 
the principals at one level had the need for a skill or had developed a skill at a level that 
differed significantly from that of the other principals.  
 The respondents in a CFO/business position selected “basic,” “emerging,” and 
“working ability” at almost the same frequency, with the exception of their responses to three 
questions, to which they responded “exceptional ability.” All three questions assessed the 
skills of self-reflectivity, systems perception, and systems commitment. It makes sense that a 
leader of finance would be self-reflective or have a skill that required insight into how a 
particular decision will affect others. Having a skill for understanding how to meet the needs 
of individuals and the organization within the context of the district social system appears 
useful for the individual responsible for finances. It is noteworthy that all three “exceptional 
ability” responses were in the social skills area of the skill framework, which is surprising, as 
most people in the CFO position are not widely considered to be highly skilled in the social 
aspects of leadership. That assumption may be incorrect, and continued training in these 
skills for the CFO position may be helpful for school districts and CFO performance. 
 The respondents in an assistant principal position did not always select “basic,” 
“emerging,” or “working ability” as a response. This is not surprising, as the position is 
considered an entry-level position for school leadership. Their responses were more varied 
than those of the teacher leaders, showing some movement toward an increase in skill 
attainment. The assistant principals did not always know how to answer the questions, as 
indicated by the variance in their responses. More specifically, these responses indicate a 
need for deliberate skill recognition and then skill practice for assistant principal leaders, who 
are in a school leadership position that most closely adheres to the idea of learning through 
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on-the-job training. However, the evident hit-or-miss qualities of this training without the 
identification of skill attainment and continued practice makes the acquisition of skill growth 
subject to chance, and does not provide for consistency of growth in school leadership.  
 The respondents in a director position answered most questions by selecting “working 
ability.” The exceptions were those questions regarding self-reflection, similar to the CFOs, 
and a question regarding information-encoding skills, for which they selected “no answer.” 
Analysis of their responses indicates that the skills that the directors have acquired are varied 
and that most directors have obtained a working ability to accomplish basic tasks without 
achieving a high level of expertise across the skills examined in this study. More research is 
needed to determine how many directors have reached the pinnacle of their school leadership 
career and how many are working to attain a different level of school leadership.  
The “director” position is more often associated with medium to large school 
districts, and the individuals in this position often have varied experience in leadership 
training. It appears that those in a “director” position are more highly skilled than principals 
and CFOs but not as highly skilled as assistant superintendents. Like other positions, the 
skills needed for this position are not clear, and training is necessary to achieve the level of 
ability that would produce better performance.  
 The superintendents answered all questions by selecting the top three ranges of ability 
levels, as did the assistant superintendents with the exception of questions regarding 
organizational goals and conceptual reorganization. This may reflect the fact that the 
superintendent is seen as the final decision-making authority for the district and the one who 
sets the vision and directs the organization. Assistant superintendents have a great deal of 
responsibility but are not always the final authority in enacting organizational change. The 
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differences between the positions, as determined by their responses, do not appear 
remarkably different but are still observable. Both positions appear to demand a higher level 
of skill attainment and would benefit from greater clarity regarding the skills to practice and 
how to practice them, as well as from guidance on what the skills can help them accomplish.  
 The responses of the teacher leaders and assistant principals indicate that they have 
obtained a lower level of skill ability. Principals are similar in responses with a varied 
personal concept of skills along the continuum. The responses of the directors indicate that 
they are not distinctly different from the principals yet have a slightly higher self-perception 
and narrower range of skill levels. The responses of the assistant superintendents and 
superintendents indicate that they have obtained the highest level of overall organizational 
skills and skill attainment among all the respondents. Their high skill attainment reflects the 
need for higher levels of skill ability at higher levels of leadership, in accordance with the 
model of leadership progression and skill expectation. 
Skill Growth 
Expectation
Teacher Leader Asst. Principal Principals Directors Asst. Superintendent SuperintendentCFO/Business
 
Figure 5. Skill Growth by Position 
Conclusion 1: What is the perceived skill ability level of a school or district 
leader at different school leadership levels? Analysis of the responses to this question 
suggests the existence of differences in the skill ability level among school leaders at 
different school leadership levels. Teacher leaders and assistant principals appear to have less 
understanding of the leadership skill set and are therefore less capable of using leadership 
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skills in their daily practice. Principals at all levels responded similarly, indicating little 
variety in ability within this set of skills among the different levels. The principals 
consistently responded to the questions by selecting “emerging” and “working ability,” 
indicating a lack of knowledge or practice. As it requires practice to become more effective 
at any skill, it may be asked whether the principals are practicing another set of skills or if the 
principal position has so much routine that practice is not necessary. The assistant 
superintendents and superintendents appear to have a greater understanding of this leadership 
skill set, indicating that they have had more practice, which has resulted in greater skill 
achievement.   
 School leadership is typically based on a traditional model of escalating leadership 
responsibilities based upon leadership position (Figure 2) that asserts that an increase in 
leadership responsibility should include a parallel growth in skills (Figure 3). However, it is 
not essential for a highly skilled person to change positions, and it is possible for a highly 
skilled individual to hold a position and resist skill level improvement; a lack of skills may be 
seen at any responsibility level, just as a highly skilled individual may be found at any level 
of responsibility. It is, however, typical for individuals with greater skills to assume higher 
levels of responsibility.  
Increasing Order or 
Responsibility
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Figure 6. Flow of Leadership Responsibility 
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Increasing Order or 
Responsibility
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Figure 7.  Flow of Leadership Responsibility and Skill Attainment 
 Although there is some evidence from this research that leadership skills increase as a 
result of increased leadership responsibility, it is more likely that skills improve by desire and 
practice before an individual is promoted or seeks a higher level of responsibility. 
Nevertheless, it is possible that the “Peter Principle”—the principle that people are promoted 
although they are not necessarily competent to perform efficiently in their post-promotion 
job—may come into play (Lazear, 2004). Respondents at higher responsibility levels selected 
“working ability” and “exceptional ability” as responses much more frequently than those at 
lower levels. Although analysis of the responses regarding skill ability and leadership levels 
provides no clear indication regarding when higher levels of skill attainment are achieved, it 
does clearly indicate that higher levels of responsibility require higher degrees of skill 
attainment.  
The question remains regarding when skill attainment begins and if skill attainment is 
the result of being assigned to a position or if the skill attainment had existed before 
assignment of the position. The variation in the responses by job title indicates that there may 
not have been sufficient understanding of the skill questions by all the respondents. It is 
possible, even likely, that many of the respondents were confronted with the concept of skill 
attainment for the first time in their professional careers, and the complexity of the questions 
made answering them difficult. It is also possible that respondents did not want to answer 
some questions truthfully, as doing so might have made them appear less capable in their 
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current leadership position. Although it is possible for an individual in a position of low 
responsibility to have a high level of skills as well as for an individual in a position of high 
responsibility to have a low level of skills, both scenarios are unlikely. 
Research Question #2: Which skills does a practicing school leader perceive as 
essential or non-essential skills from a defined set of skills? Few respondents listed any of 
the listed skills as non-essential, with the responses to only three questions—those regarding 
category selection, best fit, and conceptual reorganization—referring to a skill as non-
essential. It is important to note that there the three “non-essential” responses came from the 
same individual, a superintendent between 40 and 44 years of age with 15 to 20 years of 
leadership experience and a specialist degree who is working in a large district. None of the 
other superintendents described any skill listed as nonessential.  
 Although there may be skills that some individuals consider non-essential for a school 
leader, the skills listed in the survey are all essential for leaders. In their research focusing on 
military leadership, Mumford et al. had determined all the skills to be essential, and it is 
highly likely that they are also essential for school leaders. The lack of “non-essential” 
responses confirms that school leaders need clarity regarding skills and awareness of those 
skills in order to become more effective leaders. The military defines the skills that military 
leaders must have; why should they not also be defined for school leaders? 
 This is not to argue that the listed skills are the only skills that a school leader must 
have. It is important to note that the listed skills may have been difficult to understand by 
some of the respondents. Using an analogy to the military, it would be difficult for a private 
in the Army to have great insight into the skills required by a general. Without conducting 
personal interviews with a sample of the respondents, it is difficult to make a definitive 
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conclusion. Nevertheless, the lack of “non-essential” responses clearly indicates that the 
respondents believe all the skills listed to be essential to some degree.  
Conclusion 2: Which does a practicing school leader perceive as essential or non-
essential skills from a defined set of skills? The vast majority of the respondents indicated 
that the skills listed are essential, with only three of the eighteen questions receiving a 
response of “non-essential.” It had been anticipated that more respondents at different levels 
of leadership, of different ages or working at schools of different sizes, would find specific 
skills to be non-essential, as well as that respondents in some positions in school leadership 
would find a particular skill non-essential for that specific position. However, in order to 
determine which skills are considered non-essential for a specific position, the number of 
possible responses offered would have had to be more extensive. Another possible solution 
would be to have limited the choices to “essential” or “non-essential.” However, the 
descriptors of the skills contain a good amount of leadership information and to describe a 
skill as “non-essential” may have been too difficult.  
 It must be assumed that there are skills other than those listed that are required of 
school leaders. The concept that there are non-essential skills, depending upon a set of 
leadership variables, needs to be explored further.  
Research Question #3. How does the size of the district affect perceived skill 
ability level? Every respondent who answered a question with a response of “no answer” 
came from a small district. As has been previously described, the majority of “no answer” 
responses were made by teacher leaders; more teacher leaders may come from small districts 
that do not provide the requisite skill development for quality leadership. It may also be 
speculated that small districts are using teacher leaders in a variety of ways to cover areas 
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more commonly covered by trained traditional school leaders.  
 Respondents from medium-sized districts responded that they have only a “basic 
level” of social judgment skills and social skills. Their responses indicate that they do not 
consider “problem solving” to be the most necessary skill. Respondents from medium-sized 
districts also answered the most questions by selecting “exceptional ability,” although the 
respondents who did so were different individuals from those who selected “basic ability.” 
As this discrepancy indicates a conflict among the different medium-size districts, it indicates 
a lack of a trend. The responses also indicate that the respondents from medium-size districts 
consider the different skills to be important. The majority of respondents from very small 
districts responded to the questions by selecting  “working ability,” which may have been 
due to their need to be involved with many different aspects of school functioning and, due to 
the multi-directional needs of the district, their inability to engage in practice to become 
adequately skilled in any one skill.  
 It is difficult to draw clear conclusions regarding skill ability based on the size of the 
district, as the varied responses across the many different district sizes do not provide enough 
information with which to establish a clear pattern. 
Conclusion 3: How does the size of the district affect perceived skill ability 
levels? It is surprising that the respondents from small districts consistently answered every 
skill question with “no answer,” as well as that respondents from small districts answered no 
questions with “exceptional ability” and only one question with “working ability.” It can be 
concluded that leaders from small districts either have less-defined skills than leaders from 
other size districts or that they do not have enough knowledge regarding the skills necessary 
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in large districts. This may reflect the fact that school leaders in small districts are called 
upon to accomplish many different tasks and must balance multiple priorities.  
 It is also surprising that respondents from very small districts answered in a different 
manner than respondents from small districts. The larger number of high percentage 
responses from respondents from very small and medium-size districts may indicate that 
school leaders at these districts assume responsibility for more skills than the respondents 
from districts of other sizes. It is possible that because large districts have more people to 
accomplish a task, the skills of their leaders do not become highly developed, and also that 
leaders at large districts are less accountable for the performance that is the result of the use 
of their skills.  
 The variation between the size of the school district and the level of skill attainment 
of the leaders in those districts is not well explained by the results. As earlier research has 
indicated that the size of the district affects the implementation of reforms (Hannaway and 
Kimball, 1998), more research investigating a greater number of variables should be 
conducted to more effectively answer this research question. 
Research Question #4: How does gender affect perceived skill ability level? The 
responses regarding individual skills did not vary widely between men and women, with both 
male and female respondents responding to the questions by selecting a variety of skill 
levels. The percentage of male and female respondents who selected a specific level for a 
specific question was roughly equal, and analysis of the results indicates only slight variance 
from skill to skill. However, a minor pattern emerged in certain skill categories, with more 
men selecting “high ability” for problem-solving and social judgment skills and more women 
responding “basic ability” for the same categories. In contrast, more women selected 
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“exceptional ability” for social skills. These responses accord with the belief that female 
leaders are better at working with people, while male leaders are better at engaging in 
problem solving, although a conclusion cannot be drawn without conducting personal 
interviews.   
Conclusion 4: How does gender affect perceived skill ability levels? Male 
respondents indicated a higher level of ability for problem-solving and social judgment skills, 
while female respondents indicated a higher level of ability for social skills, which has 
important implications for the training and support of school leaders. More analysis is needed 
to determine how the differences between the genders play a role in the use of leadership 
skills needed to attain results and solve problems. Research in the area of athletics has often 
attempted to determine how to mitigate the differences between the genders through the use 
of practice (Hodges et al., 2005). There are, however, practice-related variables based on 
gender that can make a difference in the level of skill attainment and the skills that are 
practiced along the journey toward becoming a school leader. There are also developmental 
issues that are difficult to predict with certainty. Skill attainment by gender has not normally 
been a concern in school leadership training, despite the many research articles on gender 
and leadership. Nevertheless, the variation between male and female leaders in skill 
attainment within specific skill categories has important implications regarding how to help 
future leaders become better prepared. 
 All the “no answer” responses were made by male respondents, although not all were 
made by the same individual. It appears that when male respondents did not want to answer 
or felt unsure of an answer, they answered “no answer.” All female respondents provided an 
answer to all the questions. Female respondents provided a greater number of “basic ability” 
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responses for all but three questions and a greater number of “emerging ability” responses for 
all but five questions. These responses indicate that with the exception of training in social 
skills, female leaders need more training in all skills, while male leaders need more training 
in social skills. 
 Analysis of the responses indicates a difference between how male and female leaders 
frame problems and seek solutions. More study is needed to determine exactly what training 
is required and what practice techniques should be used for the greatest possible skill 
attainment by each gender.  
Research Question #5: How does ethnicity affect perceived skill ability level? A 
basic pattern emerged from the respondents according to ethnicity. For all but two questions, 
which assessed category selection and organizational goals, a higher percentage of African 
American respondents than Caucasian respondents selected “exceptional ability,” often at a 
two-to-one ratio. Based on their responses, African American respondents indicated that they 
have much greater ability in social skills, with a higher percentage of Caucasian respondents 
consistently providing “basic ability” responses. Without conducting interviews, it is difficult 
to determine whether these responses reflect true differences in ability or rather cultural 
differences in how the respondents answered the questions.  
Conclusion 5: How does ethnicity affect perceived skill ability levels? In the area 
of social skills, more Caucasian respondents responded to the questions by selecting 
“working ability,” while more African American respondents selected “exceptional ability.” 
Both groups answered the questions regarding social judgment skills in a similar manner, 
with some small variations. In the area of problem-solving skills, Caucasian respondents 
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indicated higher levels of attainment on the three skills that only Caucasian respondents had 
described as “non-essential.” No other patterns were found regarding problem-solving skills.  
 Peer groups can function as a means for the development of skills. The ethnic context 
and the socialization of school leaders in the school environment can play a large part in 
practice and skill attainment (Mieg, 2005). Analysis of the results of this research indicates 
that African American school leaders have attained greater ability in social skills and social 
judgment skills.  
Research Question #6: How does longevity in a leadership position affect 
perceived skill ability level? Several patterns emerged from analysis of the responses 
regarding longevity. Leaders with less than one year in a leadership position provided the 
largest number of “no answer” responses. This finding is unsurprising, as beginning leaders 
likely did not know how to answer or did not fully understand the question. Leaders with 25 
to 30 years of leadership experience, who represented 4.8% of the respondents, provided the 
largest number of “basic ability” responses, answering 15 of the 18 questions with this 
response. The data indicate that the respondents in this category, primarily elementary 
principals with a specialist degree, have been in their current positions for a larger number of 
years, ranging from 20 to 28 years, than most of the other respondents. It is possible that 
these respondents are satisfied with their current leadership position and are no longer 
seeking personal or leadership growth, or that they believe that their skill level at their 
current position is acceptable, and see no reason to move beyond a basic ability skill level. 
Without conducting interviews, it is difficult to determine what other factors may have led to 
the high number of “basic ability” responses among this group of leaders with this number of 
years of experience.  
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 Respondents with one to three years in a leadership position provided the largest 
number of “emerging ability” responses, answering 14 of the 18 questions with this response. 
It is logical that beginning leaders should respond that they are learning skills and that their 
understanding of specific skills is emerging. This finding, however, contrasts with that 
regarding the group with many years of leadership experience. Respondents with more than 
30 years in a leadership position provided the greatest number of “working ability” 
responses, answering ten of the eighteen questions with this response, as well as the greatest 
number of “exceptional ability” responses. Apparently, a greater number of years in a 
leadership position does not equate to higher skill attainment. Respondents with 20 to 25 
years of leadership provided the most “working ability” responses to five questions and the 
most “exceptional ability” responses to one question. Respondents with 10 to 15 years of 
leadership provided the most “exceptional ability” responses to nine questions. Most of these 
respondents were not elementary school leaders and had a wide range of leadership titles.  
 Most respondents with 10 to 15 years of leadership responded to questions regarding 
social skills by selecting “exceptional ability” but selected a variety of responses to questions 
regarding other skill categories. The fact that this group excels in social skills is important 
and may indicate that good social skills are necessary to move up the leadership ladder. It is 
also possible that social skills are a dominant focus in school leadership at this time. The 
respondents in this group, who represented the greatest number of respondents to the survey, 
appear to have moved through different leadership roles to reach their current role.  
Without additional data or interviews it is difficult to determine why school leaders 
with 25 to 30 years of leadership responded to many questions by selecting “basic ability,” 
while leaders with more than 30 years responded by selecting “working ability” or 
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“exceptional ability.” The primary difference between these groups is that the former is 
almost exclusively composed of elementary principals. Analysis of the responses indicates 
that the number of years in a school leadership role does not affect skill acquisition and that 
there are differences among the groups but not to an extent that they constitute specific 
trends.  
Conclusion 6: How does longevity in a leadership position affect perceived skill 
ability levels? Generally, several years pass before an individual shows the potential that 
leads him or her to be promoted to a leadership position. If an individual practices in the 
classroom for ten years, then it is not unlikely that he or she will serve in a leadership 
position for 20 to 30 years. The relationship between ability and leadership position 
identified in this study is not conclusive but does provide some insights worthy of additional 
study. 
 As previously noted, the respondents with 25 to 30 years of leadership were all 
elementary principals and consistently responded to the questions by selecting “basic 
ability.” It is possible that these leaders are content to replicate routines and do not view a 
need to change their current focus or skills as educational leaders. The respondents with 15 to 
20 years of leadership provided the greatest number of “exceptional ability” responses to the 
problem-solving questions, while the respondents with 10 to 15 years of leadership provided 
the greatest number of “exceptional ability” responses to the social skills questions. No group 
dominated the social judgment skill area. Both the respondents with more than 30 years of 
leadership and those with 20 to 25 years of leadership consistently provided “working 
ability” responses but did not dominate a specific ability level.  
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 Analysis of the results supports the argument that extended periods of immersion in 
particular areas of practice improve outcomes and skill attainment levels. However, it also 
supports the argument that after a certain level of skill attainment is realized, little additional 
benefit is attained after a certain amount of time has elapsed. For individuals to reach new 
levels of skill attainment, they must seek new practices and activities (Feltovich et al., 2006). 
Research Question #7: How does age in the leadership position affect perceived 
skill ability level? Analysis of the responses indicates that age impacts leadership skills. 
Whereas the respondents between 25 and 29 consistently responded to the questions with “no 
answer,” those 65 and over consistently responded with “working ability” and “exceptional 
ability,” and those between 35 and 39 responded to many questions with “basic ability.” 
There was no discernable age pattern regarding the “working ability” level. The respondents 
between 40 and 49 answered many of the questions by selecting “not essential.” The 
respondents between 60 and 64 consistently answered the questions by selecting “high 
ability” and answered no questions by selecting lower ability levels. The respondents 
between 50 and 54 answered the highest percentage of questions by selecting one of the two 
highest ability levels, and both the respondents between 55 and 59 and between 60 and 64 
were more likely to select “emerging ability.”  
Conclusion 7: How does age in the leadership position affect perceived skill 
ability level? The data indicate that as leaders grow older, they become more adept at the 
skills required for leadership. At times, it appeared that younger leaders had confidence 
regarding a specific question that disappeared with the next question.  Overall, the higher age 
ranges selected a higher level in response to the leadership questions and probably have 
higher levels of the leadership skills related to those questions. Analysis of the responses 
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indicates a dip in ability at the highest age range, although not extreme, suggesting that this 
may be a point when the physical demands of school leadership overwhelm the desire to 
continue. Overall, the greater the age of the respondent, the more likely that the respondent 
would answer the questions by selecting a higher ability level (Figure 8). 
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Figure 8. Longevity in Leadership and Skill Attainment 
 Research into cognitive skill development and aging indicates that older adults can 
maintain high levels of skill through deliberate effort at least up to the third age (i.e., age 70; 
Krampe and Charness, 2005). Older individuals are more likely to be in stable positions and 
have a contextual understanding that eludes younger practitioners. The keys to cognitive and 
skill development at a more advanced age are deliberate practice and continual skill 
development.  
Research Question #8:  How does educational level affect perceived skill ability 
level? All the respondents who responded to questions by selecting “no answer” had a 
bachelor’s degree, while all who responded by selecting “basic ability” had either a 
bachelor’s or specialist degree, and none had a master’s degree. All the respondents who 
answered questions in the “social skills” category by selecting “basic ability” had a specialist 
degree. These results indicate a lack of correlation between the respondents with a specialist 
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degree and the sequence of skill attainment and educational levels. More research must be 
conducted to determine who pursues a specialist degree in education and how that degree 
relates to skill attainment. It is possible that a specialist degree is sought for financial reasons, 
as many school districts reward leaders by degree.  
 The respondents who answered the questions by selecting “emerging ability” had a 
bachelor’s, master’s, or specialist degree, while most who selected “working ability,” 
especially for the problem-solving questions, had a doctoral degree. The respondents who 
selected “exceptional ability” in answer to the problem-solving and social judgment 
questions had a specialist or doctoral degree, while almost all who answered the social skills 
questions by selecting “exceptional ability” had a doctoral degree.  
Conclusion 8: How does educational level affect perceived skill ability level? The 
respondents with higher degrees, particularly those with a doctoral degree, consistently 
indicated a stronger ability level in each of the recognized skills. Although there were some 
differences between the specialist degree and the master’s degree respondents, they were not 
significant (see Figure 9.) 
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Figure 9. Skill Ability by College Degree 
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Summary 
 This study was initiated to examine the assumption that attainment of a certain set of 
skills would empower a willing practitioner to become a better or exceptional school leader. 
As analysis of the findings demonstrates, determination of these skills is difficult, as there 
appears to be no clearly defined set of skills that empower school leaders at specific levels of 
leadership. Therefore, the best means of identifying these skills may be examining the 
research relating to leadership in the military.  
 An unreliable and unrealistic tenet is that those who have the skills required to be a 
good teacher must also have the skills required to be a good school leader. This tenet is based 
on the fact that the majority of school leaders are teachers before being promoted to serve as 
school administrators. Yet teaching skills are only moderately transferable, and an entirely 
new skill set is necessary for school leadership. Skill development in one area does not 
necessarily correlate to skill development in another area, and good teachers do not 
necessarily become good administrators. The skills required in one domain are often not 
transferable to another domain; a skilled basketball player is not likely to become a skilled 
surgeon.  
Implications Introduction 
 Skill acquisition is attributable to the development of procedures and processes that 
are strengthened by practice. With practice and the correct concepts regarding stimuli, the 
routines for processes are encoded into memory and then retrievable as a part of skill 
development (Proctor and Vu, 2005). At first, retrieval is slow, but with deliberate practice 
becomes faster, resulting in a self-perceived understanding of the development of the skill. 
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By increasing the automatization of processes through the rigors of deliberate practice, the 
shift from unskilled to skilled occurs. 
 Schools and school districts throughout the country are in great need of quality 
leadership that will turn around failing schools and take high-performing schools and districts 
to higher levels of attainment. For the United States to become truly competitive in the global 
arena, it must promote better school leadership. However, better leadership cannot be 
realized without a change in how school leaders are prepared, trained, and supported with 
relationship to their skill development. It is time to make the development of skills for school 
leaders a purposeful and deliberate part of educational leadership training.  
Implication #1: Lack of clarity regarding the skills required by school leaders. 
The skills required for school leaders have not been clearly defined, nor has an approach 
developed to promote the betterment of individuals with the desire to become school leaders. 
Currently, skill acquisition for leadership has been based solely on the personal interests of 
individuals who desire to work within school leadership or improve personal abilities. Thus, 
skill acquisition remains an unpredictable process that needs greater clarity.  
 The skills necessary to be an effective school leader remain unclear and difficult to 
define. Most everyday skills are relatively easy to practice at an acceptable level. The typical 
time required for skill acquisition for standard tasks is within weeks or months, roughly 
around 50 hours (Ericsson, 2005). No more than several hours are usually necessary to 
explain what needs to be known about most given skills, but this explanation is just the 
beginning of the skill-attainment process. Once individuals have learned the basic structure 
of an activity and the specific elements of that activity that they must attend to, they can 
focus on obtaining a functional or acceptable level of performance. Once a functional level of 
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performance is obtained with roughly 50 hours worth of effort (Feltovich et al., 2006), only 
slightly more effort or attention is needed to reach an additional level of expertise, as 
clarification of or self-reflection regarding the skills is no longer required to reach a higher 
level of performance. 
 Unfortunately, many individuals, including school leaders, do not aspire to exceed 
this minimal threshold of functional performance in the educational environment. Most 
individuals practice a simple skill only until reaching an acceptable level of performance as 
determined by the culture of the school, district, or community, or by other leaders. That 
level of performance too often reflects a mediocre type of leadership rather than the type of 
leadership that brings about substantive changes that elevate an institution to greatness. 
Although what Collins (2005) termed level five leadership can be attained through effort, few 
make the decision or find the path necessary to attain that type of leadership. To improve 
performance, school leaders must actively seek additional practice in areas in which they 
want to improve based on the performance required or desired. The pursuit of specific skills 
is thus a key toward moving beyond the simple attainment of acceptable performance to 
exceptional performance.  
 Analysis of the leadership program developed by the U.S. Air Force provides insight 
into how to improve leadership, followership, teamwork, communication, and problem-
solving skills (Garvin et al., 1996). Following a leadership doctrine based on the leadership 
skills theory developed by Mumford et al. (2007), military leaders recognize the need for 
continuing leader development and that each of the required skills requires a lifetime to 
master. These leaders participate in a comprehensive training program that requires attending 
classes; engaging in deliberate practice, coaching, and rank attainment; and providing 
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feedback. As such, this program is similar to those in which individuals in some highly 
regarded professions participate, which require that they attend seminars, work with experts, 
read the current research, and perform publicly in order to continue to hone their practice. 
The process for the continuance of leader training and skill improvement for school leaders is 
sadly lacking in comparison.  
 It is likely that there exists no definitive list, or even an exploratory list, of the skills 
required by school leaders similar to that of the list of skills required by military leaders; one 
should therefore be developed. However, with the variety of opinions regarding what school 
leadership is or should be, it is doubtful that this list will be developed soon. It appears that 
while the military takes the effort of leadership training seriously and considers the 
development of skills to be of major importance, the educational field has yet to do so, much 
less reach an agreement that doing so is necessary.  
 The skills-based model conceptualized by Mumford et al. (2000b) views skills as 
developing as a function of the interaction between traits and experience. According to 
Mumford et al. (2000a), 
 Leadership within this model is based on an individual’s capability for solving the 
kind of novel, ill-defined problems with which people are presented in organizational 
leadership roles. Leaders must define significant problems, gather information, 
formulate ideas, and construct prototype plans for solving the problem. (p. 157)  
However, as noted by Edens (2000), most teacher education students are not equipped with 
such a skill during their academic career and therefore “cannot perform decision-making and 
problem-solving tasks associated with their profession” (p. 55). 
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 The different models used to describe the key cognitive skills involved in problem 
solving that leads to a specified performance assume that a specific set of complex skills is 
necessary to perform the necessary tasks (Mumford et al., 2000b). These skills are assumed 
necessary to construct the problem, reorganize the information, generate alternative 
solutions, evaluate the merits of each solution, and construct an initial solution that will lead 
to a desired outcome or performance. Therefore, these models assert that a specified 
performance requires acquiring a unique set of leadership skills, but these skills cannot be 
developed without a clear picture of the performance that is needed and required. If a unique 
set of leadership skills is to be developed, it should represent unique capabilities that go 
beyond the simple acquisition of daily skills. 
 Analysis of the results of this study indicates that the majority of the respondents 
deem the list of skills that they evaluated in the survey to be essential at some level. 
However, this list of skills is presumptuous in relationship to the concept that it is the 
performance that leads to the need for skill attainment, as a list of leadership skills should be 
based on the desired performance. Therefore, those seeking to become more skillful as 
educational leaders must determine the optimum level of performance, whether it is the level 
that they desire or the level required by those who determine the standards for performance. 
Moreover, they must recognize that becoming skilled requires gaining understanding of 
performance needs and then independently practicing the processes necessary to meet them, 
which include increasing task knowledge (i.e., gaining performance awareness). As 
Zimmerman (2005) explained, skill development begins with self-regulation with a focus on 
performance. 
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 Based on an extensive review of the self-regulatory mechanisms underlying 
cognitive- and somatic-based learning in therapy and performance, Karoly (1993) defined 
self-regulation as  
Those processes, internal and/or transactional, that enable an individual to guide 
his/her goal-directed activities over time and across changing circumstances 
(contexts). Regulation implies modulation of thought, affect, behavior, or attention 
via deliberate or automated use of specific mechanisms and supportive meta-skills. 
The processes of self-regulation are initiated when routinized activity is impeded or 
when goal-directedness is otherwise made salient (e.g., the appearance of a challenge, 
the failure of habitual action patterns, etc).  
 Self-regulated training should be designed to improve the quality of practice for skill 
acquisition and the motivation that underlies the continued striving to learn. The motivation 
to learn and the acquisition of skills through performance are the keys for improvement of 
skills.  
Implication #2: The need for deliberate practice. Based on his research, Ericsson 
(2005) defined expert performance as consistent, measurable, and reproducible and, 
explaining that time and practice alone cannot produce the highest levels of human 
performance, proposed that a type of practice that he termed deliberate practice is required. 
Horn and Masunaga (2005) elaborated that deliberate practice requires the learner’s full and 
focused mental engagement in overcoming current performance boundaries and a self-
reflective orientation and is carried out over extended periods of time, guided by self-
reflective performance monitoring, evaluated by analysis of level of skill attainment reached, 
and includes identification of errors and a deliberate procedure for eliminating them.  
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The concept of skill acquisition through deliberate practice is directly linked to the 
improvement of school or district performance. As such, an individual who has the desire to 
become a skilled leader in a school or district setting must become fully engaged in the 
process of practicing a specific set of skills. However, this practice is often hampered by lack 
of knowledge of the skills required, lack of coaching, or lack of support for a school/business 
model that has never been embraced by educators. Specific goals must be set for school 
leaders at successive stages of their leadership skill development, which requires appropriate 
and immediate feedback about their performance based on the skills used. Receiving such 
feedback allows the school leader to become more aware of the level of skill attained and that 
which still needs improvement.  
 Without setting goals for skill improvement, it is impossible to engage in deliberate 
practice. The setting of goals and providing understanding of how to set goals for school 
leaders are other areas that have been neglected in historical and current perspectives on 
school leadership. The goal-setting process often used does not have a clearly identified 
process for an individual leader to establish goals for the improvement of leadership skills. 
Therefore, each school leader should set clear goals for attaining a higher level of skill on a 
specific task that is guided by performance, similar to the manner in which a musical 
performer reviews his performance (self-reflection) and then sets a goal for improvement in 
the next performance by making changes to some aspect of the processes or actions (self-
regulation). The deliberate practice of a school leader should begin with the understanding 
that failures are opportunities to improve and that performance today does not reflect 
performance tomorrow. Like the military culture, which expects mistakes and provides the 
support to learn from them, the school culture must become one that allows for practice, 
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failure, change, and adaptation. Unfortunately, too many leaders and school practitioners do 
not understand the processes necessary for skill improvement and provide the support 
necessary for them, especially to school leaders.  
The most skilled performers spend more time on the more difficult aspects than on 
the simpler aspects of a task. They understand that it is only by practicing the more difficult 
aspects of any task and then breaking them down into smaller aspects that a skill can evolve. 
However, Ericsson (1993) warned that practice could lack inherent enjoyment because it 
requires much mental and physical effort. Indeed, leadership activities of a preparatory nature 
typically involve “slow practice” or “task isolation,” which can only come from deliberate 
practice. Although becoming a skilled school leader is not unattainable, it is not easy and 
does not happen quickly, and there are plateaus along the path. There is a certain sense of 
confidence when a skill is improving or has reached a plateau, yet it is necessary to move 
beyond that plateau in order to advance in skill attainment. The necessity of doing so can be 
explained by reference to musical performers. Skilled performers are not content to simply be 
capable of playing the notes; they continue to practice the more difficult passages until they 
can perform the intricacies of the music through the betterment of their skills as an artist. The 
movement away from the plateau and the effort required for deliberate practice are always 
uncomfortable and considerable and involve unlearning some aspect of what had previously 
brought the school leader a certain level of comfort. Good coaching and effective models for 
leadership can help a school leader make that movement despite such obstacles.  
 Practice must not only be well structured and deliberate but also expended for the 
appropriate amount of time (Ericsson, 2005). The amount of time needed to develop the 
skills to become a professional is estimated to be roughly a decade (Lehmann and Gruber, 
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2005). This estimation accords with analysis of the study results, which indicates that 
individuals with more years of experience in a leadership position and with more years of age 
have higher levels of skill attainment. Nevertheless, younger leaders can become better 
leaders more quickly if they can identify a set of skills to practice and a clearly defined 
model to follow. They must also recognize that it is not the number of hours of practice alone 
that brings skill attainment; it is the number of hours that are deliberate and well structured. 
Ericsson (2005) explained, “Deliberate practice is therefore designed to improve specific 
aspects of performance in a manner that assures that attained changes can be successfully 
measured and integrated into representative performance.” Unfortunately, there are no 
models for building on a system of deliberate and well-structured practice for school leaders. 
Although there is a model of self-reflectivity that can be taught and implemented by 
individual leaders, a model of deliberate practice is not available at this time.  
Implication #3: The need for coaching. Skilled performance as an educational 
leader is gradually acquired over time as the individual self-regulates and performs the best 
training tasks within a sequential frame. As identifying this sequential frame is difficult, it 
often requires the assistance of a leadership coach (Ericsson, 2005).The challenge for 
aspiring or practicing school leaders is recognizing the need for personal leadership skills and 
then beginning the process of skill development. Since most skills are attainable at a 
functional level within 50 hours of practice, most school leaders are content with achieving 
that level of expertise, after which they focus on other issues or develop new skills at a 
functional level, becoming a “jack of all trades and master of none.” Avoiding this arrested 
development and acquiring additional development in desired skills by actively seeking 
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demanding tasks may require the assistance of a leadership coach who can help school 
leaders engage in problem solving and stretching their performance. 
The demands on school leaders become more extensive with each passing year, and 
without new concepts of school leader support, the leadership of a school or district will not 
yield the performance necessary (Pardini and Lewis, 2003). The framework of deliberate 
practice asserts that improvement in performance and skill development attributable to that 
performance does not happen automatically or as a simple function of the experience; skill 
improvement is a result of cognitive reflection on what has happened, why it happened, and 
how it could be different. As skills grow as a result of performance, even when that 
performance is not at a high level, the school leader begins to overcome the detrimental 
effects of automaticity and activate the cognitive mechanisms necessary to support continued 
learning and improvement (Ericsson, 2005).  
The primary challenge to reaching higher levels of skill development is developing 
clearly defined goals and processes by which the performance can be incrementally improved 
each time. This challenge can be overcome with the assistance of a coach supporting a 
deliberate approach to practice and guiding reflection and deliberate practice. As Ericsson 
(2005) explained, “Professional coaches and teachers will always play an essential role in 
guiding the sequencing of practice activities for future experts in a safe and effective 
manner.” This role must be based on recognition that deliberate practice aimed at improving 
skills cannot be performed mindlessly or independently of the target performance.  
 Analysis of the findings of this research indicates a need for greater skill development 
by all school leaders within their various domains, which could be greatly aided by 
leadership coaching. Despite its importance, the concept of coaching for leadership skill 
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growth and performance has not been part of the dialogue regarding leadership training and 
continuance of leadership growth nor associated with the advancement and acquisition of 
skills by school leaders. It is time for this situation to change.  
Implication #4: The need for motivation. A major challenge to the self-regulation 
and self-reflectivity associated with the building of skills is the difficulty of staying within a 
field of study for the time sufficient to acquire or develop the requisite skills to achieve high 
performance within that field. While helping individuals develop exceptional abilities is 
recognized as an important aspect of school leadership, helping them maintain their 
motivation toward the goal of reaching that high performance has been neglected. Motivation 
can be understood as both an individual quality and a socially promoted effort, tied to the 
tasks involved with skill-embedded performance (Sosniak, 2005). As such, maintenance of 
motivation requires long-term investment in learning and changes over time based on 
activities and experience.  
 Motivation to transition from a skill at the basic level to an expert level requires 
focusing desire on understanding and building that skill. Although it is evident that some 
people make this transition and others do not, when and how it happens and when higher 
skill level acquisition becomes apparent is difficult to determine. An individual requires 
roughly 50 hours to develop a skill to a functional level of everyday use and a minimum level 
of acceptability. Some individuals will continue to explore a skill and develop it beyond the 
minimum level, but they eventually reach a plateau at which skill development ceases and 
growth stops. At that point, they must engage in deliberate practice, maintain motivation, and 
seek coaching and experiences associated with the desired performance to attain the highest 
level of skill. 
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 The interests that individuals hold channel the early acquisition of skills. In general, 
individuals are more interested in that at which they excel than that which they find difficult. 
The combination of early skill development and interest leads to more specialized 
knowledge, and knowledge combined with deliberate practice and motivation produces 
higher levels of skill acquisition. Society reacts to the combination of skills and interest by 
offering support in various ways that lead to further specialization and additional motivation 
and skill acquisition. As educational leadership has been provided with neither societal nor 
educational support, the lack of skilled school leaders—a lack that is particularly evident 
when skill acquisition in school leadership is compared to that of leadership in the military, 
medicine, athletics, and the arts—is unsurprising.  
 Social encouragement is clearly a motivation for continuing on a path when skill 
development is difficult and time-consuming. Because skill development requires motivation 
and support, society has a good amount of leverage in the determination of what types of 
skill development will be rewarded (Hunt, 2005). This is evident from the income provided 
to and skill levels required for athletic, musical, and medical performance. In contrast, most 
school leaders suffer from a lack of support from almost all stakeholders, as unions and 
others in the educational arena support a continuance of mediocrity and push against the ideal 
of highly skilled performance.  
 The variability among the responses to the survey indicates that skill development is 
not fully associated with education, leadership roles, or years as an educational leader. If 
each respondent were working to attain a high level of skill acquisition, the results would 
have been different, and more trends would have emerged. Becoming highly skilled in any 
endeavor is difficult, and becoming highly skilled in school leadership is more difficult than 
  238
doing so in other domains. Due to the lack of social support, coaching, and deliberate 
practice provided, combined with a lack of modeling and skill knowledge, the future does not 
look bright for school leadership.  
 Currently, society does not view becoming highly skilled in educational leadership 
with a view toward improving the education and performance of our children to be an 
essential endeavor. Most educational leaders have a basic level of ability in the skills 
required, some have a functional level, and only few have attained the highest level of skill 
acquisition and become true experts in leadership. Society currently provides no motivation 
to change this situation, and it is difficult to foresee when it will view the educational domain 
as sufficiently important to instill that motivation in our current or future educational leaders.  
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Figure 10. Achievement of Skilled Performance 
Final Summary 
 The skills-based model of leader performance provides a different view than that 
yielded by a review of the standard texts (Yukl, 1994). Effective school leaders must have 
the skills to know what to do, when to do it, and how to move forward, as well as the ability 
to solve the complex social problems that they face on a regular basis. As such, leadership 
  239
should not be studied outside of the concept of the actual performance of the school leader 
and its implications for society and the educational organization. Without skill acquisition, 
the school leader is an inadequate problem solver and a standard bearer for mediocrity. Such 
skill acquisition must be based on the understanding that becoming skilled in any area 
requires years of work and that individuals are much more likely to continue skill 
development if they experience some initial success, enjoy their work, and are supported by 
society—that is, the understanding that skill development is not entirely a cognitive exercise.  
 Unfortunately, the current training for school leaders is inadequate for the 
development of the requisite skills needed to change the educational paradigm and provides 
inadequate models for the educational improvements that will yield a different type of 
performance in our schools. The brief, knowledge-based education that most aspiring school 
leaders receive is shortsighted and not even delivered by individuals with the requisite skills. 
After receiving this inadequate education, aspiring school leaders are thrust into the 
educational arena without having been taught the tools of self-reflection and deliberate 
practice based on motivation and experience. Fortunately, we can change this situation by 
replicating the path of development that great performers in other fields take to reach their 
highest levels of skill acquisition and performance. We can help school leaders by providing 
them with better training and coaches, establishing professional boards of practice, and 
recognizing the personal qualities of self-regulation and self-reflection. We can work with 
world-class school leaders on improving the performance of many and build systems to help 
individuals who are ready to reach new skill levels and become experts within a particular 
domain of school leadership. At the highest levels of skilled performance, the drive for 
improvement will always involve experimentation at the threshold of understanding. We 
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need masters in the field of school leadership who are willing and able to invent the models 
of school leadership that will entice public interest and provide a path for skilled school 
leaders who can bring about the changes in education that we all seek.  
Recommendations for Future Research 
 The findings of this study provide the basis for identifying all the skills necessary for 
school leadership to attain the highest level of performance, gaining understanding why they 
are important, and providing understanding of their importance to all educational and societal 
stakeholders. The next step in advancing this research is conducting personal and group 
interviews with school leaders to gain greater understanding of their skill development, 
acquisition, and needs and comparing the findings with that of related research into 
leadership in the military, medicine, and the arts.  
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Principal Investigator __________________________________________ 
      (Signature) 
Date: ___________________________ 
 
Submit this completed form and your proposal with all required documents as email 
attachments to human.subjects@emich.edu. Also, send one hard copy of signed original 
approval form with proposal and all required elements to: Human Subjects Review 
Committee, Starkweather Hall, Eastern Michigan University, Ypsilanti, MI 48197 (734-
487-0042). 
Listed below are elements that a faculty UHSRC reviewer will look for in your 
application and consent agreement. To save valuable time in the review process, please 
check off all items on the list before submitting your proposal. Provide an explanation 
for any items not checked off. 
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Informed Consent 
 
Project Title: Doctoral Dissertation: What extent do educational leaders engage in 
leadership skills they perceive as essential? 
 
Investigator: Richard Weigel – Doctoral Student – Eastern Michigan University 
 
Purpose of the Study: The purpose of this research study is to gain better understanding of 
the skills perceived as essential by school and district leaders. 
 
Procedure: A link to an online questionnaire has been sent to you. The questionnaire will 
ask each you to complete the questions to determine essential leadership skills and your 
personal engagement of those skills.  Each skill question has a Likert scaling with 
respondents specifying the level of agreement to a statement. A four-point scale will be used 
presenting a forced choice method. The questions will range from 4 (To a great extent) 3 
(Very little) 2 (Somewhat) and 1 (Not at all). Participants have the option of completing the 
questionnaire online or leaving the process at any time. 
 
Confidentiality: The questionnaire will be anonymous to insure confidentiality. No question 
will be asked that will determine an individual’s identity. Simple number codes (known only 
to the investigator) will be used to provide anonymity to the questionnaires and a password-
protected database will be employed. The database and SPSS will be used for analysis and 
both will be stored on a separate hard drive and will only be accessible to the researcher. The 
questionnaires will be done online and results will be stored only on the hard drive accessible 
to the researcher. 
 
Expected Risks: There are no foreseeable risks to you by participating in this study, as all 
results will be kept completely confidential. 
 
Duration of Study: The online questionnaire will take between 10-15 minutes to complete. 
The questionnaire will be available for 15 days after receipt of the Email invitation. If any 
significant new information is developed during the course of the research the online 
questionnaire will be ended and Email notice will be sent.  
 
Expected Benefits: This study is important for educational leaders in three ways. First, there 
is a need for improving professional development for school leaders to understand and utilize 
leadership skills that will yield improvements in student achievement. Second, there is a need 
to identify leadership engagement of skills that have a relationship with improving student 
achievement. Third, studying the concept of essential skills and engagement of skills for 
school leaders may revise our thinking and our practice in educational administration, both at 
the preparation and practice levels. 
 
Voluntary Participation: Participation in this study is voluntary. You may choose not to 
participate. You may follow the Email link to the questionnaire or decide not to participate. 
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You may also decide not to complete the questionnaire at any time without negative 
consequences, penalty or loss of benefit.  
 
Alternative Procedures or Courses of Treatment: Participation in this study is voluntary. 
You may choose not to participate. You may request a hard copy of the questionnaire by 
calling Richard Weigel at 734-714-1206. A pre-paid envelop along with a copy of the 
questionnaire will be sent to you. 
 
Use of Research Results: Results will be presented in aggregate form only. No names or 
individually identifying information will be revealed. Results will be presented in a 
dissertation to meet requirements for graduation from Eastern Michigan University. 
 
Future Questions: If you have any questions concerning participation in the study now or in 
the future, you can contact Richard Weigel at 734-714-1206 or weigel@ypsd.org.  
 
Consent to Participate: I have read or had read to me all of the above information about this 
research study, including the research procedures, possible risks, side effects, and the 
likelihood of any benefit to me. The content and meaning of this information has been 
explained and I understand. All my questions, at this time, have been answered. I hereby 
consent and do voluntarily offer to follow the study requirements and take part in the study. 
 
By completing the questionnaire you have agreed to participate in this study. 
 
This research protocol and informed consent document has been reviewed and approved by the 
Eastern Michigan University Human Subjects Review Committee for use from _________ to 
_________ (date).  If you have questions about the approval process, please contact Dr. Deb de 
Laski-Smith (734.487.0042, Interim Dean of the Graduate School and Administrative Co-chair 
of UHSRC, human.subjects@emich.edu). 
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Leadership Skills Survey4 
 
Created: January 31 2009, 9:41 AM 
Last Modified: June 10 2009, 1:34 PM 
Design Theme: Fine Line Gray 
Language: English 
Button Options: Labels 
Disable Browser “Back” Button: False 
 
 
Educational Leaders Skill Survey 
  
Procedure: This is a public school leadership skill survey. It is being conducted for the 
purpose of completing a dissertation at Eastern Michigan University. Information from this 
survey will be used to help school leaders determine next steps for advancement, 
improvement, and professional development. This is not an all-inclusive survey of leadership 
skills. Please take the time to complete the survey and think about each question or statement 
from your current leadership perspective. The survey will take approximately 20 
minutes.This survey assesses your perception about essential skills for school leaders in their 
current position. There are no right or wrong responses. Read each statement and then select 
the scale point that best reflects your current personal degree of ability. Each question will 
have five possible answers. The last answer will always be "NOT ESSENTIAL." This means 
you do not believe the skill listed is essential for your current position as a school leader. Be 
certain to select only one response for each statement. Please pay attention to the 
rubric.Confidentiality: Each participant will be kept confidential. There are no names or 
name identifying questions.  A number will be assigned to each response. At no time will 
your name be associated with any response. All information will be stored in a locked file 
accessible only to the investigator during the course of the study.Expected Risks: There are 
no foreseeable risks to you by participating in this survey, as all results will be kept 
completely confidential. 
 
Voluntary Participation: Participation in this study is voluntary. You may choose not to 
participate. If you do decide to participate, you can change your mind at any time and 
withdraw from the study without negative consequences. Taking this survey indicates your 
consent to participate. 
 
This study involves research. The participant may not have any direct benefit from 
completing the survey. 
  
Expected Benefits: This study is important for educational leaders in three ways. First, there 
is a need for improving professional development for school leaders to understand and 
practice essential leadership skills that will yield improvements in student achievement. 
Second, there is a need to identify the level of necessary engagement of specific skills from 
different leadership positions. Third, studying the concept of essential school leadership 
skills and personal engagement may revise our thinking and potentially our practice in 
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educational administration preparation and participation. Use of Research Results: Results 
will be presented in aggregate form only. No names or individually identifying information 
will be revealed. Results may be presented at research meetings and conferences, and in 
scientific publications. Questions: If you have any questions concerning your participation in 
this study now or in the future, you can contact Richard Weigel at 734-714-1207, 
weigel@ypsd.org. If you have any questions or concerns about this study or the survey, 
please contact Dr. Jim Berry jim.berry@emich.edu.  Consent to Participate: Your consent to 
participate will be in the form of taking the survey.  The research requires minimal risk, there 
is no treatment involved, and the survey is a one-time event done through a computer.This 
research protocol and informed consent document has been reviewed and approved by the 
Eastern Michigan University Human Subjects Review Committee for use from April 25, 
2009 to May 31, 2009.  If you have questions about the approval process, please contact Dr. 
Deb de Laski-Smith (734.487.0042, Interim Dean of the Graduate School and Administrative 
Co-chair of UHSRC, human.subjects@emich.edu). 
 
Question 1 - Open Ended - Comments Box  
What is your current job title? - (Please include level, I.e., Superintendent, High School 
Principal, Special Education Director, Assistant Principal, Etc.) Write in your answer. 
 
 
Question 2 - Open Ended - One Line  
How long (years and months) have you been in your current position? 
 
 
Question 3 - Open Ended - One Line  
School or Building Leaders: What is the current enrollment in your school if you are a school 
leader? (Leave blank if you are a district leader.) 
 
 
Question 4 - Open Ended - One Line  
District Leaders: What is the current enrollment of your district if you are a district leader? 
(Leave blank if you are a school leader.) 
 
 
Question 5 - Open Ended - One or More Lines with Prompt  
What prior school leadership positions have you held? (Provide titles of previous positions.) 
Answer Option 1  
Answer Option 2  
Answer Option 3  
 
Question 6 - Open Ended - One Line  
How many years have you been working as a school leader with a positional title? (I.e., 
Assistant Principal, Principal, Assistant Superintendent, Etc.) 
 
 
Question 7 - Open Ended - Comments Box  
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In what leadership position (past or current) do you feel that you gained your greatest 
leadership skills? 
 
 
Question 8 - Choice - One Answer (Bullets)  
What is your gender? 
• Male 
• Female 
 
Question 9 - Choice - One Answer (Bullets)  
What is your ethnicity? 
• American Indian or Alaskan Native or Native American 
• Asian 
• Black 
• Pacific Islander 
• White 
• Latino or Hispanic 
• Middle Eastern 
• Multi 
• Other, please specify 
 
 
Question 10 - Open Ended - One Line  
What is your age? 
 
 
Question 11 - Choice - Multiple Answers (Bullets)  
Where have you gained the majority of your school leadership experience? 
• Urban School Setting 
• Suburban School Setting 
• Rural School Setting 
• Other, please specify 
 
 
Question 12 - Choice - One Answer (Bullets)  
What is your highest level of education? 
• Bachelor’s 
• Master’s 
• Specialist 
• Doctorate 
 
Page 2 - Heading  
Survey Questions - Each question will have five possible answers. The last option will 
always be "NOT ESSENTIAL." This means you do not believe the skill listed is essential for 
your current position as a school leader. All other answers indicate the listed skill is 
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necessary. If you believe the skill IS essential then please rank your CURRENT ABILITY 
for that skill. Give your best answer for each question. The Skills Questions are from 
descriptions and research performed by (Zaccaro et al., 2000). 
 
Please answer according to this rubric. 
Problem Solving Skills 
 
 
Question 13 - Rating Scale - One Answer (Horizontal)  
Problem Construction - You are capable of implementing a creative problem solving effort 
based on a deep understanding of the problem facing your school or district. You know how 
to impose an effective structure for an ill-defined situation, identify the nature of the problem 
at hand, and you can effectively determine the type of goals, procedures and information that 
should be considered to reach a creative solution. 
Basic Ability Emerging Ability Working Abili ty  Exceptional Ability  Not Essential 
  1   2   3   4   5 
 
Question 14 - Rating Scale - One Answer (Horizontal)  
Information Encoding - You identify, organize and understand information and data to solve 
complex social problems. You convert data from a number of sources and inferences, 
identify key facts and discount irrelevant facts. You know how to change or work with 
distracting information and can work with others to solve discrepancies, inconsistent and 
incongruent facts. 
Basic Ability Emerging Ability Working Abili ty  Exceptional Ability  Not Essential 
  1   2   3   4   5 
 
Question 15 - Rating Scale - One Answer (Horizontal)  
Category Selection and Category Search - You can determine and organize information into 
a variety of categories or concepts that will serve the organization. You can categorize the 
pertinent information you have gained. You construct your working concepts and potential 
solutions based on clearly defining where issues fit into solution oriented, goal setting, or ad 
hoc categories that will meet your solutions. 
Basic Ability Emerging Ability Working Abili ty  Exceptional Ability  Not Essential 
  1   2   3   4   5 
 
Question 16 - Rating Scale - One Answer (Horizontal)  
Category Specification or Best-Fit Categories - You organize your leadership activities for 
yourself and your staff into categories that bring coherence for the aligning of tasks and 
creating a degree of organization. You reorganize ideas, issues and information into the 
correct category in order to solve complex issues. 
Basic Ability Emerging Ability Working Abili ty  Exceptional Ability  Not Essential 
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  1   2   3   4   5 
 
Question 17 - Rating Scale - One Answer (Horizontal)  
Conceptual Combination Reorganization - You reshape the ideas and intents of others 
through your expertise with analogies, metaphors, and construction of visual imagery. You 
help others to reorganize and reshape potential solutions through your professional and 
organizational experiences while eliminating irrelevancies and structural anomalies. 
Basic Ability Emerging Ability Working Abili ty  Exceptional Ability  Not Essential 
  1   2   3   4   5 
 
Question 18 - Rating Scale - One Answer (Horizontal)  
Idea Evaluation - You manipulate concepts and generate new ideas and problem solving 
activities through your leadership ability to answer complex problems based on prior 
execution of processes, mapping, visual imagery, information search and structural 
principles. 
Basic Ability Emerging Ability Working Abili ty  Exceptional Ability  Not Essential 
  1   2   3   4   5 
 
Question 19 - Rating Scale - One Answer (Horizontal)  
Solution Implementation - You can demonstrate effective communication, establish vision, 
and perform goal setting while monitoring progress and motivating subordinates as you seek 
solution implementation. You are flexible in dealing with others and you adjust plans 
opportunistically as dictated by a changing social environment. 
Basic Ability Emerging Ability Working Abili ty  Exceptional Ability  Not Essential 
  1   2   3   4   5 
 
Question 20 - Rating Scale - One Answer (Horizontal)  
Solution Monitoring - You evaluate and re-evaluate the products and implementation of 
earlier steps in problem solving or the products involved with the conclusions of plans at 
later steps. You are aware of and sensitive to the consequences of your and others previous 
actions. 
Basic Ability Emerging Ability Working Abili ty  Exceptional Ability  Not Essential 
  1   2   3   4   5 
 
Page 2 - Image  
Solution Construction Skills 
 
 
Question 21 - Rating Scale - One Answer (Horizontal)  
Time Frame of Goals - You can frame goals, actions and processes with a time frame built on 
creative collaboration and interactions that are consistent in the different tasks. You set a 
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clear time frame for addressing the most important problems and address the key information 
needed to solve the problem or complex social issue. 
Basic Ability Emerging Ability Working Abili ty  Exceptional Ability  Not Essential 
  1   2   3   4   5 
 
Question 22 - Rating Scale - One Answer (Horizontal)  
Attention to Restrictions - You are aware and competent with the restrictions of issues that 
may impinge on generating a viable solution. You pay attention to the other problems that 
need to be considered when addressing an issue. You pay attention to the consequences, the 
complexity of the consequences, and the positive and negative outcome sensitivity. You 
reflect on each person’s orientation to the gains and losses associated with the consequence. 
Basic Ability Emerging Ability Working Abili ty  Exceptional Ability  Not Essential 
  1   2   3   4   5 
 
Question 23 - Rating Scale - One Answer (Horizontal)  
Self-Oriented Goals - You reflect on your and others individual desires and competencies in 
order to obtain positive judgments and avoid negative judgments. You have an idea of your 
personal career enhancement and consistently evaluate yourself and others for personal 
development. 
Basic Ability Emerging Ability Working Abili ty  Exceptional Ability  Not Essential 
  1   2   3   4   5 
 
Question 24 - Rating Scale - One Answer (Horizontal)  
Organizational Goals - You pay attention to the organizational goals, the restrictions, the 
time span, realisms, complexity and abstraction at all organizational levels. You help to 
determine organizational goals or improve organizational performance while evaluating 
others and self with the organizational goals in mind. You are actively involved with 
developing yourself and others to reach the organizational goals. 
Basic Ability Emerging Ability Working Abili ty  Exceptional Ability  Not Essential 
  1   2   3   4   5 
 
Page 2 - Image  
Social and Social Judgment Skills 
 
 
Question 25 - Rating Scale - One Answer (Horizontal)  
Self-Reflectivity - You are introspective, intuitive, with good understanding of yourself and 
your abilities based on past experiences, successes, failures and problems. You have the 
ability to learn from experiences and past mistakes and not repeat poor decisions. 
Basic Ability Emerging Ability Working Abili ty  Exceptional Ability  Not Essential 
  1   2   3   4   5 
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Question 26 - Rating Scale - One Answer (Horizontal)  
Self-Objectivity - You know and understand your strengths and weaknesses and you are able 
to work with or around them for the betterment of the organization and yourself. 
Basic Ability Emerging Ability Working Abili ty  Exceptional Ability  Not Essential 
  1   2   3   4   5 
 
Question 27 - Rating Scale - One Answer (Horizontal)  
Judgment Under Uncertainty - You make good decisions even when the conditions are 
ambiguous. You take appropriate actions when there is uncertainty on what actions to take. 
Basic Ability Emerging Ability Working Abili ty  Exceptional Ability  Not Essential 
  1   2   3   4   5 
 
Question 28 - Rating Scale - One Answer (Horizontal)  
Solution Fit - You know how and when to find solutions that fit a given situation and are 
driven more by the effect that the solution will have than by the knowledge you have or do 
not have. 
Basic Ability Emerging Ability Working Abili ty  Exceptional Ability  Not Essential 
  1   2   3   4   5 
 
Question 29 - Rating Scale - One Answer (Horizontal)  
Systems Perception - You have good understanding of others in social systems and are 
sensitive to the social needs of others. You have a good understanding of the goals and 
demands of the system and the people throughout the system at all social levels. 
Basic Ability Emerging Ability Working Abili ty  Exceptional Ability  Not Essential 
  1   2   3   4   5 
 
Question 30 - Rating Scale - One Answer (Horizontal)  
Systems Commitment - You recognize each person's role in the broader social system and 
have the ability to pursue socially constructive goals that benefit individuals and the system. 
Basic Ability Emerging Ability Working Abili ty  Exceptional Ability  Not Essential 
  1   2   3   4   5 
 
Question 31 - Open Ended - One Line  
Thank you for taking this survey. If you are interested in seeing the results of this survey 
please provide your email address in the box below. If you would like to learn more about 
leadership skills related to this survey, you can go to: 
http://educationleadershipskills.pbwiki.com/Maintaining anonymity and confidentiality of 
participant involvement and perspectives is important. Simple number codes (known only to 
the investigator) will be used to provide anonymity to the questionnaire and a password-
protected database will be employed. 
 
Thank You Page 
Thank you for taking this survey.  Your participation is appreciated and valued. 
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If you want to know more please send an email to weigel@ypsd.org to ask for more 
information. <http://educationleadershipskills.pbwiki.com/> 
 
Screen Out Page 
Standard 
 
Over Quota Page 
Standard 
 
Survey Closed Page 
Standard 
 
